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ABSTRACT 
AN EXPLORATORY STUDY OF EXPERIENCED BILINGUAL-BICULTURAL 
ELEMENTARY TEACHERS IN AN URBAN SETTING REFLECTING ON 
THEIR EARLIER CLASSROOM MANAGEMENT PRACTICES 
MAY 1997 
MONSERRATE REYES 
B.A., INTER AMERICAN UNIVERSITY OF PUERTO RICO 
M.Ed., UNIVERSITY OF MASSACHUSETTS AMHERST 
Ed. D. , UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Atron A. Gentry 
This exploratory study proposes to help new bilingual 
classroom teachers and administrators of new teachers to 
overcome problems related to discipline in the bilingual 
classroom. 
In this study, the respondents are experienced 
elementary teachers with two or more years in the targeted 
district's schools. 
The researcher was unable to locate any studies deal¬ 
ing directly with bilingual classrooms and student 
discipline. 
The literature review looks at the related issues of 
dropouts, absenteeism, rules, beyond rules, teacher burnout, 
parent involvement, the role of the administrator, the role 
of culture, cultural differences, bicognition, and teaching 
practices. All of the above mentioned are germane to the 
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issue of student discipline, directly or indirectly, in 
American schools in urban settings. 
A 28-item bilingual (English/Spanish) questionnaire 
was responded to by 48 of 50 experienced bilingual 
elementary teachers solicited in this urban school district 
in Western Massachusetts. Each year, this district 
experiences a bilingual elementary teacher turnover of 
about 20% to 25%. 
The experienced bilingual elementary teachers in this 
study reflected on their first two years of teaching and 
described their attitudes and positive strategies for 
success. Their responses emerged to the researcher as a 
framework to develop a college course on creating a posi¬ 
tive classroom ambience and/or teacher training workshops 
on classroom discipline and/or training, for the more 
effective involvement of school administrators. 
Chapter II should be given to teachers (bilingual or non¬ 
bilingual) as a handbook for guidance. 
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CHAPTER I 
INTRODUCTION 
Background of the Problem 
Discipline, class control, classroom management—by 
whatever name you call it, keeping order in the classroom 
is a teacher's greatest concern. Each classroom needs 
discipline. "We'd have utter chaos if discipline weren't 
enforced" (Charles, 1981). 
Poor attendance and poor discipline are ranked as the 
two major concerns of schools today (Gallup, 1979, 1980, 
1981, 1982). Each shares culpability for high dropout 
figures in urban centers throughout America. Even more 
recent surveys of teachers, parents, administrators, and 
the public show that each sector of society continues to 
be concerned about these two factors. Administrators and 
teachers agree that poor attendance and poor discipline, 
singularly or combined, affect learning; therefore, they 
agree that these factors outweigh all others in determin¬ 
ing the administrator's or the teacher's professional 
success (see Appendix). Parents agree because they want 
their children to learn, behave properly in school, feel 
safe, and relate well to others. Students agree because 
they have a need for limits, for someone to urge them 
forward, and for a calm environment within which to learn. 
1 
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The public agrees because they fear that disrespect, 
hostility, and lack of self-control among youth poses a 
dire threat to democracy, personal safety, and traditional 
freedoms. 
Statement of the Problem 
In recent decades, teachers have received little, if 
any, training in classroom discipline. The old standbys, 
intimidation and corporal punishment, have fallen out of 
favor as inhumane practices, as child abuse. They were 
abandoned, but nothing effective rose to take their place. 
Some educators hoped that kindness, concern, and a good 
curriculum would maintain control. 
Recently, however, new light has appeared in an 
otherwise dark picture of classroom misbehavior. Positive 
systems for influencing behavior have grown out of the 
reinforcement theory, social-learning theory, self¬ 
enhancement theory, and reality theory. Psychologists 
have rediscovered individual needs for structure, limits, 
and security from threat. 
Public opinion is swinging strongly behind standards 
and enforcement. Administrators and teachers, knowing 
that classroom discipline makes the difference between 
professional (and sometimes physical) life and death, are 
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beginning to insist on standards, control enforcement, 
and backing. 
These emerging trends make the time ripe for a 
thorough examination of factors old and new that affect 
school discipline. Teachers need information about what 
is known on discipline, and on how to build their own 
effective systems. 
Discipline is tied directly to misbehavior. It is 
intended to suppress, control, and redirect that sort of 
behavior. But what is misbehavior? What sets it apart 
from other behavior? How do we recognize it, in order 
that we might deal with it? Are all teachers perfectly 
sure they recognize misbehavior when they see it? 
For most teachers, then, misbehavior means student 
actions that disrupt, destroy, defy, hurt, or infringe 
on others' rights. It includes such specific categories 
of acts as cruelty, disrespect, boisterousness, cheating, 
fighting, name calling, sarcasm, defiance, and apathy. 
Such misbehavior reduces effectiveness and pleasure in 
teaching and in learning. Teachers attempt to prevent, 
suppress, control, and redirect those behaviors that make 
up the essence of class control or, as it is commonly 
called, classroom discipline. 
Discipline is so crucial, so basic, to everything 
else in the classroom that most educators agree it is 
the one thing that makes or breaks teachers. That does 
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not mean discipline is the only important thing in 
teaching. Teachers give their all in planning, organizing, 
motivating, presenting, counseling, evaluating, consoling, 
supporting, and urging. Their important functions are so 
numerous that they would make a list astonishingly 
lengthy. But without discipline, a teacher's finest 
efforts go to naught. If students do not stay on task, 
they do not learn. At least, they do not learn what they 
are supposed to learn. If students do whatever they want 
to do, the best plans, activities, and materials do not 
mean a thing. It need not be the whole class that mis¬ 
behaves. Three or four students, even one, can disrupt 
a class so that learning becomes impossible for even the 
best-behaved students. 
Discipline is not everything; it is only a small part 
of teaching. But it is like the foundation of a house. 
Nothing good can be built without parents, teachers, 
administrators, students, and the public agreeing that 
schools need discipline. It is one thing besides 
learning that everyone expects and wants. Discipline 
helps good things to happen. The fact is that all 
parties concerned want teachers to control their classes; 
and when they do not, those teachers are considered 
failures. 
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Purpose of the Study 
If those affected by discipline in the classroom can 
identify what each considers an acceptable standard of 
behavior, then a structure of standards can be developed 
that will be consistent in the classroom, the school, the 
home, and the community. These standards can then serve 
as a mutually acceptable platform from which to work. 
Rules will be the offshoot of the perceived mutually 
acceptable standards. The goal is to have a school, a 
home, and a community environment that is safe and con¬ 
ducive to learning and growing. 
This exploratory study attempts to answer the follow¬ 
ing guiding questions: 
(1) What behavioral outcomes do we expect from 
each child in our classroom? 
(2) How significant do I consider the role of 
discipline in the classroom? In the school? 
In the home? 
(3) Do culture differences have any affect on 
classroom behavior between bilingual 
students and regular students? 
(4) Can stated discipline rules be enforced 
without the cooperation of parents, stu¬ 
dents, and/or the principal? 
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(5) How does a new teacher create a positive 
learning atmosphere in the classroom? 
Significance of the Study 
Democracy is both a form of government and a way of 
life. It has allowed us to enjoy the greatest freedom and 
prosperity in the history of mankind. Democracy permits 
us to make important decisions about our own lives. It 
gives everyone equal status under the law and at the polls. 
In exchange for these benefits, it requires that all 
opinions be heard, that everyone have equal opportunity, 
and that everyone live by the same code or law. 
Schools have a unique potential as training grounds 
for democracy. They should provide the best opportunity 
to practice equality, free exchange of ideas, interaction, 
responsibility, leadership, fellowship, and group 
endeavor. Individuals must abide by group rules, high 
expectations, and strong discipline. 
This study proposed to meet the needs of teachers new 
to the classroom in overcoming situations or misbehavior 
arising from their lack of experience. Teachers with at 
least two years of actual bilingual classroom teaching 
were asked by way of a questionnaire to reflect on their 
first two years as classroom teachers and their present 
classroom management style to develop a step-by-step 
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process for teachers new to the bilingual elementary 
classroom. By drawing from their experiences, teachers 
new to the system's bilingual classes may overcome many 
obstacles to positive discipline in the classroom they 
will encounter. Principals were not interviewed for their 
reflections upon classroom control by teachers. Is 
discipline any different in bilingual classrooms from 
that which is displayed in monolingual classrooms? 
The results of this study should help first-year 
teachers, administrators, parents, and students to 
recognize each other's needs and to work together to 
develop a plan of action to establish rules in each of the 
areas (home, school, community) that will help in creating 
a safe ambience conducive to learning as well as an 
environment where teachers can feel comfortable in which 
to teach. 
A guide for first-year bilingual elementary teachers 
emerges from this study in Chapter II and in the findings. 
Workshops on discipline or for a course devoted to class¬ 
room management techniques emerge as a framework from this 
study. 
Definition of Terms 
In order to begin a common frame of reference, the 
significant terms used in this study are defined: 
Attitudes: A mental position with regard to 
a fact or state. 
Bicultural: Shares another distinct culture 
from which the children emerge. 
Bilingual Teacher: Shares the language spoken 
by the students assigned. 
Corporal Punishment: Discipline by the twig, 
ruler, or the hand inflicting pain on 
children. 
Discipline; Conduct or pattern of behavior 
(good or bad) is discipline; student 
demeanor in the classroom society deemed 
to enhance a learning ambience. 
Disrespect: Unacceptable behavior in a given 
society; lack of high or special regard. 
Dropout: A pupil of any age who leaves 
school, for any reason other than death, 
before graduation or completion of a 
program of studies and without trans¬ 
ferring to another elementary or secondary 
school. 
Environment: Our surroundings, created by us 
or by others; the aggregate of social 
and cultural conditions that influence 
the life of an individual or com¬ 
munity . 
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Hostility: Anger, opposition or resistance 
toward rules and/or others. 
New Teacher: New to the district being 
studied; may have had experience else¬ 
where; new also is assigned to a class 
after the school year is underway. 
Poor School Attendance: Most school districts 
have strong policies concerning unexcused 
absences (usually 20 days per year); 
students are failed for the course. 
Self-Control: Individuals acting in a 
responsible manner. 
Student Handbook: Published policies of the 
school and district delineating 
acceptable or unacceptable behavior. 
Suspension: Temporary removal from school; 
nine-day limit, depending on degree of 
rules infraction. 
Organization of the Study 
The dissertation is presented in five chapters. 
Chapter I provides an overview of the study. It includes 
the statement of the problem, purpose of the study, 
significance of the study, definition of terms, and 
limitations of the study. 
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Chapter II provides a review of the literature per¬ 
taining to factors under investigation. There is a 
* 
significant dearth of studies in the area designated as 
discipline or management specifically of a bilingual- 
bicultural classroom at any level. However, under 
discipline and classroom management, a great deal is 
published for the regular classroom. An analysis of the 
most significant studies since 1980 was made. This 
researcher also finds it germane to comment on recent 
data concerning school absenteeism, suspensions, and the 
school dropout rate. The review of literature will be 
summarized. Informative newspaper items adding to the 
issue of public concern can be found in Appendix E. 
Chapter III describes the methodology incorporated in 
the research. The site and population of the selected 
urban center are described, as well as the questionnaires 
used in this study. The process of dissemination will 
show how this bilingual Spanish/English questionnaire is 
proposed to teachers with at least two years of experience 
in the school system. The information gathering is set 
forth along with each step of the procedure in the 
study. 
Chapter IV centers on an analysis of the data and the 
interpretation of findings as they relate to the research 
objectives that guide the investigation. The information 
gleaned from the questionnaire was analyzed to see how well 
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each addresses the questions guiding the study and other 
contributions by the respondent teachers to the open-ended 
questions posited by the questionnaire. A paradigm evolved 
from their comments to form a framework that would benefit 
teachers new to the urban classroom. The outcome can also 
be used to develop a workshop design or a teacher training 
course. All responses are recorded by number and per¬ 
centages and in tables. Specific responses to the 
questions guiding this study are highlighted in the summary 
of each question category. 
Chapter V includes a summary of the study, suggestions 
for further research, and the framework offered by the 
findings. It is expected that recommendations will be 
used to guide administrators and new teachers. Conclusions 
are supported by the findings. 
CHAPTER II 
REVIEW OF THE LITERATURE 
Researchers agree that there is a strong correlation 
between high absenteeism and disciplinary misconduct. 
The usual punishment for class misconduct is suspension, 
and sometimes expulsion. A young person with poor behavior 
may easily acquire two or three nine-day suspensions. 
This number of absences definitely results in poor 
academic achievement or slowed academic progress. A 
sixteen-year-old in the ninth grade must view himself or 
herself as not completing high school at all (since he or 
she may have left their teens before graduation from high 
school). Most high school graduates are seventeen or 
eighteen years of age. A sixteen-year-old ninth grader 
will be nineteen or twenty after completing the twelfth 
grade. Consequently, we would be remiss in this study if 
we did not view both behavior and absences as affecting 
early practices by lower grade teachers in achieving a 
learning-teaching ambience and the performance conditioning 
we hope it will impart to the student. 
Classroom Discipline 
There are many definitions and concepts about 
discipline. At this point, attention is directed to the 
12 
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fact that all those definitions contribute with some 
general elements or notes. A common note is order due to 
a purpose: learning. 
A good definition of discipline would be "the neces¬ 
sary order and environment that must exist in any 
institution or group of people in relation to a common 
purpose" (Charles, 1981). 
If we consider education, its purpose is the learning 
process offered to the students. There is another note 
involved in the concept of order: flexibility. Order 
does not mean necessarily a rigorous silence, or a quiet 
classroom all the time. A military-style discipline 
applied to the classroom is not conducive. It would be a 
serious mistake for a teacher to demand that students keep 
absolute silence if that silence is not going to help 
him or her to serve the purpose he or she intends. Let us 
think for a moment of a real class situation in which the 
students are required to exchange opinions, compare 
results, make some consultations to each other. This kind 
of activity brings the students to discussion, perhaps, 
moving around. The classroom will be noisy but it will 
be necessarily noisy. Nobody can claim that there is not 
order and, therefore, discipline in this classroom 
because it is noisy. Of course, in this particular situa¬ 
tion, there is discipline; there is that necessary 
environment focused to a concrete purpose. Flexibility 
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in that order is a reasonable note that should be 
accepted. 
Keeping in mind this notion of discipline, the con¬ 
trast is so evident if we concentrate our attention to 
other concepts under diverse points of view. John Martin 
Rich (1982) says that "severe, strict, rigid discipline 
was a characteristic of many forms of school administra¬ 
tion in the past." Fortunately, this concept of rigidity 
in schools, as a concept of discipline, has changed. 
Louis E. LaGrand (1970) concludes that "discipline 
is the habit of teaching, through measures of restraint, 
orientation, and organization, those essentials necessary 
if learning is to prevail. This is the defineable form. 
Discipline has as its objective education on both an 
individual and collective basis. It sets the stage for 
learning. It seeks to educate toward self-discipline." 
It is the researcher's personal understanding that 
the school takes a very active part in teaching the 
lessons of life. Through the habits of good discipline 
acquired by students at school, they also learn self- 
respect and discipline and dignity which are prerequisites 
of self-discipline. Schools have to teach the students 
responsibility that means acceptance of the need for order 
and behavior congruent with the student's role in his or 
her own education. 
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At this point, we would do well to review what Jean 
Piaget says about children's behavior and thinking. We 
also need to examine the findings about minority groups 
compiled by Miles Zintz. 
Jean Piaget 
Jean Piaget (1970), the great Swiss psychologist, 
explored the thinking of children. From his findings, 
he constructed his acclaimed theory of intellectual 
development. Along with intellectual development, Piaget 
clarified much about the nature of children—about their 
normal behaviors that often seem undesirable or incompre¬ 
hensible to adults. For example, Piaget found that 
children just entering school have a world view quite 
different from adults. They cannot reason as we do; 
therefore, they do not behave "logically". They do not 
understand cause and effect, or means to ends. They may 
not understand other speakers accurately. They cannot 
remember more than three or four rules. They talk a great 
deal. They argue and call each other names. They are 
highly imitative. They fabricate: teachers worry about 
their lying, but their intentions are not to deceive 
maliciously. They accept adult authority without question, 
even though they may not like its consequences. 
As children move into intermediate grades, their 
intellectual processes change dramatically. They begin to 
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think more like adults, although their abstract thought 
processes are poorly developed. They understand the logic 
of rules, and they can remember more of them. They become 
highly competitive, with a powerful desire to win. 
Conflict runs rampant on the playgrounds. Rarely can they 
complete a game without several verbal squabbles, which 
tend to become loud and abusive. They accept adult 
authority, but they expect it to be impartial, consistent, 
and absolutely fair. 
By the time students enter junior high school, they 
are able to think abstractly and logically. They get 
emotionally involved in thought and discussions about 
morality, politics, ecology, war, and fair treatment of 
individuals and groups. They see things with a purity of 
vision, a right-or-wrong perspective, without the adult 
constraints of social reality, tradition, and economic 
pressures. This causes them to be highly critical of many 
institutions and customs. They have also begun their 
love-hate relationships with adults. They usually accept 
adult authority, but they test it frequently and rebel if 
they find it unjust or without logic. 
Miles V. Zintz 
Miles V. Zintz (1969) , an American educator, has done 
considerable research and writing in the area of multi¬ 
cultural education. He has pointed out that different 
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cultural groups have significantly different views of the 
world. They have different systems of values and beliefs, 
and they have different notions of the way in which people 
should relate to each other. 
Zintz noted that the views, values, beliefs, and 
relations that characterize minority-group students often 
clash with those of their teachers. The teachers, even 
those from minority groups themselves, reflect the basic 
views, beliefs, and values of middle-class Anglo society. 
These clashes strongly influence discipline. Behavior 
that might be considered good and right by a 
minority student might be considered bad and wrong by the 
teacher. 
With that fact in mind, teachers should acquaint 
themselves as much as possible with the views and values 
of the students they teach. This acquaintance will alert 
teachers to behaviors they can expect from students. 
It will help them understand the reasons for the 
behavior, and it will help them know how to deal with it 
better. 
Zintz has not outlined the value-belief-relationship 
systems of all minority groups. His work dealt with 
Indian and Hispanic groups of the Southwest. He did not 
explore those aspects of such groups as Blacks, Asians, 
Puerto Ricans, or Cubans. Nevertheless, his observations 
suggest areas where conflict might occur. He outlines 
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predominant Anglo value-belief-relationship patterns. 
That outline instructs teachers on the values they hold, 
and it alerts them to areas where different views might 
present problems. 
Examples of conflicting views held by Anglos and 
Southwestern Hispanics include the following: 
1. Time Orientation. Anglos value accomplishment, 
which causes them to be future oriented and punctual. 
Hispanics are more oriented toward the present, the here 
and now. 
2. Universalism vs. Particularism. Anglos work and 
save with an eye to an overall (universal) better life. 
Hispanics take a particularistic view of work; they are 
concerned with the effects it produces on single parts of 
their immediate lives. 
3. Personalism. Anglos have their sights set 
toward professional goals in life, toward what their work 
role will be. Hispanics are much more interested in 
personal roles such as father, wife, and close friend. 
These personal relationships are much more important than 
work and economic goals. 
4. Aspiration and Work. Anglos believe "the sky's 
the limit". You can become whatever you want if you work 
hard enough for it. Hispanics are more inclined to 
follow in their father's footsteps. Work is sufficient 
when it satisfies present needs. 
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5. Individuality and Competition. Anglos prize 
individualism, standing out, being first, being best. 
Hispanics enjoy group membership, togetherness, group 
well-being. 
Zintz also points out conflict areas that exist 
between Anglos and Indians of the Southwest. Examples 
include: 
1. Relationship to Nature. Anglos believe in 
dominating nature, in controlling it to suit people's 
needs. Indians (Pueblos and Navajos) live in harmony with 
nature, adjusting to it and observing its natural laws. 
2. Time Orientation. Like the Hispanics, Indians 
have a present, here-and-how orientation, rather than a 
future orientation. They do not see the point of 
punctuality or looking toward a possible "rainy day". 
3. Success and Individualism. Anglos strive for 
individual success. Indians blend with the group, finding 
success in being a good person not very different from 
anyone else. 
4. Sharing and Saving. Anglos stress saving for 
tomorrow, for a rainy day, and so forth. Indians feel it 
is much better to share what one has with others. Be 
generous with others and they will remember and be 
generous with you. 
These cultural differences illuminated by Zintz 
suggest areas where normal minority-group behavior often 
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contrasts with normal Anglo behavior. The few examples 
given here illustrate the point. Perceptive principals 
and teachers who recognize cultural differences and their 
implications can use this knowledge to their advantage, 
and they can remain alert for other behaviors that are 
potential areas of concern. 
Carmen Judith Nine Curt 
The school system of the United States brought over 
from Germany by Horace Mann is massively Left Hemisphere. 
Actually, it was the school system of the Prussian Army. 
So is the system in Puerto Rico which was inherited from 
the United States in 1898 with the coming of the Americans 
to the Island. Table 1 illustrates how the school system 
in Puerto Rico works with all the trappings of the United 
States Left Hemisphere orientation. 
In noted anthropologist Edward Stewart's (1981) 
book, entitled American Cultural Patterns: A 
Cross-Cultural Perspective, United States cultural values 
(those of a work-oriented society) are listed. Nine 
Curt (1991) comments that these do not deeply reflect those 
of Puerto Ricans, although at present they are working very 
hard to do so. Table 2 presents a parallel list, but in 
reverse, to those mentioned by Stewart and gives a 
contrastive analysis of cultural values between Puerto 
Ricans and Anglos. 
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Table 1 
How the Puerto Rican School System Works with 
United States Left Hemisphere Orientation 
Left Hemisphere 
(Brain) Puerto Rican School System 
1. Speech/Verbal 
2. Logical, 
Mathematical 
3. Linear, 
Detailed 
4. Sequential 
5. Controlled 
1. Our school system gives most 
of its attention to developing 
verbal skills. The book is 
its main means of instruction 
plus the teacher's monologue. 
2. Mathematics is ranked quite 
high among the subjects taught, 
as well as the professions 
that need it: engineering, 
science, business 
administration. 
3. Grades, content units, even 
the school buildings are 
segments that follow segments. 
Everything must be specified, 
including operational objec¬ 
tives, materials to be used, 
and outline of the content. 
4. Grade follows grade, and units 
follow units, with an expand¬ 
ing concept for content 
teaching. Elementary level is 
the bases for Intermediate and 
Senior level, with the 
University topping it all up. 
5. There is strict discipline in 
the whole system, with lieu¬ 
tenants (principal), captains 
(superintendents), and 
colonels and a general (Sub- 
Secretaries & Secretary). The 
teacher is the sargeant, and 
Continued, next page 
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Table 1—Continued 
Left Hemisphere 
(Brain) Puerto Rican School System 
6. Intellectual 
the students are the soldiers 
(privates). Information, not 
creativity, not the emotions, 
is the important component of 
the system. 
6. The whole aim of the system is 
to give and transmit informa¬ 
tion. This is needed, 
according to the work world. 
This is synonymous with 
happiness. 
7. Dominant 7. The skill mostly promoted 
through the test system is 
that of competition, not of 
support. You must come on 
top, and that is classifed as 
superior. The letter "A" has 
come to have such a connota¬ 
tion. The rest are definitely 
inferior. And that includes 
the "Bs, Cs, Ds, and, 
definitely, Fs". No chance 
is given for retesting and 
relearning. Once you get an 
"F", that is final, no matter 
if the skills which have not 
been learned are basic to 
future lessons. 
8. Wordly 8. The interest is with the uni¬ 
verse, and the physical 
aspect of MAN. The discussion 
of the non-physical dimension 
of man, his emotions, his 
transcedence, his intuition, 
his creativity are rule out, 
and some are considered taboo. 
Continued, next page 
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Table 1—Continued 
Left Hemisphere 
(Brain) Puerto Rican School System 
9. Active 
10. Analytic 
11. Reading, 
Writing, 
Naming 
12. Sequential 
Ordering 
9. Students are always doing 
something: exercises, filling 
out workbooks, sports, mis¬ 
behaving, etc. Silence and 
contemplation are bad words. 
The teacher talks, talks, 
talks all the time. 
10. Intuition is a bad word in the 
system. But everything is 
analyzed, and the science 
courses have tremendous high 
status. There is an unstated 
belief that creation and all 
its components is accessible 
to man's analysis. Since 
everything that is can be 
analyzed, then God is not, 
since He cannot be analyzed. 
This type of system has to be 
either atheistic or at least 
agnostic. "He" may exist, 
but cannot be known. 
11. Reading and writing and 
naming of things, giving 
things labels are important 
skills in our system. The 
book is the main teaching 
resource. 
12. Things must be presented 
piecemeal, and oftentimes the 
relationship of the whole to 
its parts, which actually 
gives the parts meaning, is 
lost. The context of things 
is consistently left out. 
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Table 2 
Contrastive Analysis of Cultural Values Between 
Puerto Ricans and Anglos 
United States Cultural Puerto Rican Cultural 
Values (Stewart) Values (Nine Curt) 
(Work-Oriented Culture) (Family-Oriented Culture) 
CONFRONTATION: 
Rambo, Superman, 
Ninja Turtles, 
Die-Hard, The 
Terminator, etc. 
RETICENCE, INDIRECTION: 
The use of another person 
to convey a message rather 
than speaking directly to 
the person concerned. 
COMPETITION: 
In Olympic Games 
(Gold, Silver, and 
Bronze medalists); 
in education (grades 
of A, B, C, D, F). 
SUPPORTIVE: I El; Ay 
Benditoi (Pity, Pity!) 
INDIVIDUALISM: 
One competes against 
close friends and 
relations. 
AFFILIATION TO GROUP 
COMES FIRST: To family, 
political party, religious 
groups. 
FAIR-PLAY AND 
COOPERATION 
DIVISIVENESS: Consensus 
is difficult. 
SUPERFICIALITY 
RELATIONSHIPS 
IN INTIMACY 
seconds. 
In a matter of 
EQUALITY THROUGH 
ACHIEVEMENT 
CLASS RANKING AND STATUS 
8 
INFORMALITY: 
First name basis 
high executive 
levels. 
COMFORT 
at 
8 
FORMALITY: 
"Usted" and "Don" plus 
"Dona" are still widely 
used. 
STYLE: Style of dress 
indicates mental health, 
respect for others, manners 
Continued, next page 
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Table 2—Continued 
United States Cultural Puerto Rican Cultural 
Values (Stewart) Values (Nine Curt) 
(Work-Oriented Culture) (Family-Oriented Culture) 
9. NEED TO BE LIKED 
10. MATERIALISTIC: 
Respectual and 
fascinated with 
the material 
world. 
11. FUTURE ORIENTATION 
9. NEED TO BE LOVED: Friends 
and relatives are very 
demanding. It shows in 
the language: "Ya te has 
olvidado de mi"; cannot 
be translated. 
10. SPIRITUALISTIC: The dead 
are alive. Catholic 
dogma is manifested here 
in the varying degrees of 
spiritualism; the incredi¬ 
ble "All Souls Day" 
celebration. 
11. PRESENT AND PAST 
ORIENTATION 
12. "I" — ISM 12. "WE" — ISM 
13. SELF-MOTIVATION 13. GROUP (FAMILY) 
MOTIVATION 
14. PLANNING AND 14. IMPROVISATION 
PERFECT 
ORGANIZATION 
15. SERIOUS AND 
INTENSE 
15. HAPPY-GO-LUCKY AND 
RELATED 
16. CELEBRATION OF 
EFFORT 
16. CELEBRATION OF LIFE 
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Bicognition 
Ramirez and Castaneda (1974), in their book entitled 
Cultural Democracy, Bicognitive Development, and Education, 
contend that there is a bias in American education against 
immigrant children, especially those of Hispanic descent 
who are trying to secure a bilingual education. High 
dropout rates and low intelligence testing scores tend to 
indicate that they might be right. In the past, this 
problem has been blamed on the children, who have been 
stereotyped as lazy, antisocial dropouts. 
From this perspective, research about time effective¬ 
ness seems to be a waste of time, since immigrant/migrant 
children are not going to disappear. The only guidance 
offered by this body of knowledge is that we need some 
changes. 
Ramirez and Castaneda's research into a pertinent 
education explanation and framework of how people learn is 
refreshing. An explanation of the field independent, 
field dependent system helps explain why many immigrants/ 
migrants have been unfairly stereotyped and alienated by 
our schools and education systems. Field independent and 
field sensitive are two poles of a system, with a third 
label, bicognitive, lying in the middle. Research and 
experience definitely tend to prove the existence of these 
groupings, so the important question is do Mexican- 
Americans, Blacks, Hispanics, and other minority groups 
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tend to share different characteristics in this light from 
majority students. 
As far as cultural diversity will allow us to say, 
because of their different cultural and individual back¬ 
ground, these children do as a group require different 
educational approaches. It appears that they are just a 
more appropriate evolutionary or cultural adaptation to an 
environment which is frequently different from the 
mainstream. 
Ramirez and Castaneda (1974) indicate that "on the 
average, Mexican-American, Black and some other minority 
students are more group-oriented, more sensitive to (and 
distracted by) the social environment, and more positively 
responsive to adults than are non-minority students. 
Some research has shown that these behaviors, elsewhere 
grouped and labeled 'field sensitive' often appear 
together and describe a general approach to learning." 
This helps to describe the general dichotomy between 
the field sensitive student, who is comfortable with 
cooperation, and the field independent student, who is 
adjusted to or comfortable with competition. 
When the ethnography of a bilingual school close to 
the Mexican border was done in 1975, many comments from 
teachers were: "Mexican-Americans are more cooperative 
and respectful" and "Mexicans show more affection; and 
Anglos have a more hands-off culture." Their methods also 
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seem to indicate that they have followed this theory 
because the Spanish teaching component is done almost 
entirely through social activities. 
The three important issues that are illuminated by 
this issue should be: (1) The child's relationship to and 
problems with American schools; (2) how to effectively 
introduce cognitive style effective teaching programs into 
public education, which also includes steering students 
towards bicognitive reasoning abilities; and (3) a dis¬ 
cussion of when students should be encouraged to use their 
native language in the classroom. 
Whatever puzzles a child in school is of learning 
concern. Our school program organization is for many an 
incomprehensible arrangement of categories such as algebra, 
geometry and trigonometry, or language which is then some¬ 
how broken into grammar and vocabulary even though the two 
are inseparable. The field independent child tends to be 
very happy with these concepts; he or she can gain 
satisfaction in knowing that he or she has learned an 
organizational concept. The field sensitive child does 
not; he or she might accept mathematics far more easily 
as a smooth flow of integral related numbers instead of 
learning to count and then learning to add and then learn¬ 
ing to subtract. 
It is very easy to see how immigration/migration 
encourages field sensitivity, since these traits can be 
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learned. It seems to be the most adaptive for people who 
are subjugated under poor economic conditions and forced to 
live in crowded urban areas or very rural farm areas. 
Parents tend to have other economic problems so affection 
for the children often must be sought out instead of being 
automatic. Rigid discipline is important. Under these 
circumstances, most of the other people one is forced to 
relate to are going to be field sensitive. 
The problem generally for a foreigner is that the 
sociolinguistic rules of school are not the same as at 
home. They easily become confused with a few mistakes. 
Then the student will try to cover up, and the teacher ends 
up thinking he or she is lazy and rude. Realities like 
these exist. In Mexico, it is generally considered rude 
not to talk because it shows lack of interest; in America, 
it is considered rude to speak out of turn. 
When the immigrant/migrant child is forced to either 
adapt to competition or fail, the choice he or she is given 
goes to the heart of his or her lifestyle. Acceptance of 
American values tears from him or her an understanding of 
his or her parents' culture and motives, because they are 
"un-American parents" who are often seen as failures to 
the still maturing achievement-minded student. The rift 
leads to a large proportion of isolated parents and 
unsatisfied young adults. 
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The Ramirez and Castaneda (1974) bicognitive theory 
includes a teaching style self-evaluation method. Once 
teachers understand their own cognitive style, they can 
use it to make the child’s education more comfortable while 
slowly introducing the other style, until the child is 
bicognitive. Bicognitive thinking tends to lead to more 
versatility and creative thinking. If a teacher can give 
this to any child while he or she is still young and still 
impressionable, it will be a great gift. 
What Teachers Know 
Experts make a great contribution to our knowledge 
about human nature, but teachers know a lot on their own. 
You do not work with students day after day without 
learning how they think, feel, and act; without learning 
what pleases and displeases, excites and bores, thrills 
and frustrates them; without learning much about the needs, 
defenses, aspirations, and growth patterns that motivates 
their behavior. 
Primary Grade Level (Ages Four to Nine) 
Many kindergarten children come to school when they 
are four years old. They are still babies in many ways. 
They parallel play, talking, and playing individually 
while alongside other students. They tire easily, get 
fussy, cry, and need to rest. They fall, sprawl, and 
crawl about the floor. They cannot tell much difference 
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between work and play, and they require close supervision 
and special attention. Some play well together; others 
are spoiled and expect to have their own way. 
Teacher discipline at this level stresses two or 
three rules, and students regularly break those rules. 
They must be reminded of the rules, continually and 
patiently. Students respond very well to personal 
attention and praise. They accept adult authority with¬ 
out question, although they often seek to circumvent 
it. 
This pattern continues into grades one and two. 
Increasingly, students become socialized to schools, to 
raising hands, standing in lines, and following rules. 
They continue to respond well to praise, affection, and 
various forms of behavior modification that includes 
personal touch. 
What Teachers Should Remember 
Much of this chapter will be filled with intimations 
of students' misbehavior and teacher reactions. It is, 
of course, necessary to remember how students behave, and 
how poor behavior can be forestalled, guided, and 
corrected. But concentrating solely on misbehavior tends 
to make students look bad and teachers inept. 
There are several positive things teachers should 
remember. Keeping these points uppermost in mind helps 
produce a positive attitude, a feeling of correctness 
about working with learners, a sense of being in charge, 
and a self-assurance that one's efforts are leading in 
positive directions. The following are such points: 
1. Most students want to learn, even when 
they pretend they do not. 
2. Most students truly appreciate, admire, 
and like teachers who are kind and who 
try to help them. 
3. Most students have positive attitudes 
toward school. (Sometimes they consider 
it cool to pretend that they do not.) 
4. Most students need and want an adult to 
be in charge of their learning. 
5. Almost all students want a fair, reasona¬ 
ble, and consistently enforced set of 
rules in the classroom. 
6. Most students resent class troublemakers. 
7. All parents want their children to learn. 
8. Most parents are strongly on the side of 
the teachers. 
9. Most parents think fairly strict 
discipline is desirable. 
10. A large majority of adults who have 
children in school think teachers are 
doing a fine job. 
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These facts help put discipline in proper perspective. 
They show that the discipline necessary for learning is 
needed and wanted by students and parents. They show that 
students and parents appreciate teachers' efforts in 
setting the tone for and maintaining class discipline. 
They show that parents and students will support reasonable 
systems of discipline. 
These positive aspects of discipline are not always 
easy to keep in mind, especially when unpleasant situations 
arise. Occasional reminders help, such as positive slogans 
posted in the room and discussions with the class about 
fair rules and good behavior. Students practice in 
complimenting and helping other students on an even keel. 
They help everyone realize that teachers and students are 
working toward the same end—the best learning, accom¬ 
plished within the most pleasant circumstances possible. 
Creating an Appropriate Classroom/School 
Teaching/Learning Ambience 
Many problems with student behavior can be prevented. 
The effective teacher can reduce the amount of misbehavior 
from students. Always try to think in terms of problem 
prevention before thinking about problem solving. 
At the beginning of a new school year, there are two 
major facts that will have a lasting impact on the motiva¬ 
tion and behavior of students. First, the teacher must 
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carefully plan and organize course content and motivational 
procedures even before students begin school. Second, the 
class must be conducted in a manner that teaches self- 
discipline and promotes cooperation. 
A major difference between the effective and the less 
effective teacher is the degree to which they have defined 
and communicated their expectations to students. An 
effective teacher knows exactly how he or she wants stu¬ 
dents to behave and what he or she hopes to accomplish 
during each activity (Hill, 1989) . 
In imagining how an ideal class would function, the 
teacher will begin identifying his or her precise expecta¬ 
tions for students' behavior. For example, why are 
students talking during independent work time? If so, 
how loudly? How many students are involved in the conver¬ 
sation? For how long? How much off task behavior is 
occurring? If the teacher knows his or her expectations, 
he or she can define them for the students. 
Teachers should avoid stating rules as negative 
expectations using the word "don't". A rule that 
specifically addresses a negative behavior tends to imply, 
"I expect you to be rude and to interrupt students, don't 
do it." Negatively stated rules also tend to be unmanage¬ 
able. If rules are negatively stated, students may feel 
a need to challenge every "don't" (Hill, 1989). 
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The teacher should write rules neatly in large, bold 
letters and post them permanently in front of the class¬ 
room. Posted rules let students know they must work to 
meet expectations throughout the year. This is also a 
visible demonstration to students that there may be 
different rules in different classrooms, but that in this 
room the rules will be consistent and enforced. The 
major goal of classroom discipline is to be fair by 
clarifying and encouraging acceptable and productive 
behavior (Hill, 1989) . 
Students must learn that their behavior in class and 
their effort and cooperation will affect grades in a 
positive or negative manner. It is important for students 
to know that their actions and performance will be moni¬ 
tored and evaluated. Students must see that the teacher 
is keeping systematic and ongoing records of their 
performance in class. 
Routines for assigning and collecting work can 
increase the probability that students will turn completed 
work in on time. Routines encourage students to become 
self-disciplined by following a set schedule. The 
majority of students need the security of daily 
routines. 
Students also perform better when they are given 
short assignments. If the students have difficulty 
getting homework assignments, it may be necessary to ask 
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parents to help monitor the work that should be done at 
home. 
The teacher must have a regular routine for collec- 
ing assignments. Students must see that any work assigned 
will be collected every single day. Work should be 
collected at the beginning of each subject. 
Finally, it is important to record completed work as 
it is handed in. One method for collecting and recording 
work is to have a special place to put the completed 
assignments. Another efficient method for collecting 
papers is to have students hand in assignments as the 
teacher calls their names from the roll. 
The way that the teacher conducts the first day of 
class leaves students with a lasting impression and 
usually sets the tone for the remainder of the semester 
or year. It is important to communicate encouragement, 
warmth, and firmness. Students must recognize that the 
teacher has high expectations, tempered by an understand¬ 
ing of mistakes and limitations. By showing concern and 
efficiency, the teacher will demonstrate that class time 
will be used as effectively as possible. Students must 
understand that the teacher takes learning very seriously, 
as well (Madsen & Madsen, 1981). 
Another tip for teachers on conducting the first 
day of class is to stand at the door to greet students. 
Greeting at the door will demonstrate the interest in 
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interacting with students from the moment they enter the 
classroom. The presence of the teacher will also reduce 
the likelihood of misbehavior. If the students are 
entering the classroom in a loud or disorderly manner, 
stop them before they actually enter the room. 
A Process for Teaching Students 
About Behavior 
For every subsequent class activity during the first 
couple of days, the teacher should implement the following 
steps: 
1. Get everyone's attention before you begin 
any class activity. 
2. Introduce each activity and describe exactly 
how you expect students to behave during 
the activity. 
3. Provide students with positive feedback when 
they are meeting teacher expectations. It 
is important to let students know they are 
on target. Students need to know that the 
teacher appreciates their efforts (e.g., of 
appropriate feedback statements). 
Example: "I appreciate the way you give me 
your attention right away. It saves a lot 
of time when I don't have to repeat 
instructions." 
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4. Provide immediate feedback when students 
are not meeting teacher expectations. Use 
a gentle verbal reprimand when students 
engage in minor misbehavior. A gentle 
verbal reprimand involves a matter of fact 
statement telling a student or students 
what they should be doing. Verbal 
reprimands should be private, brief, and 
as immediate as possible. The more 
private the reprimand, the less likely 
the student will feel that he or she 
needs to challenge teacher authority to 
save face in front of his or her peers. 
If the teacher waits until the end of the 
class to reprimand a student, others will 
think that the misbehavior was acceptable. 
Verbal reprimands are most effective when 
the teacher immediately walks over to the 
student or students and quietly tells them 
they need to improve their behavior. 
5. At the end of the day, tell students how 
well they have met the teacher's expecta¬ 
tions . 
A phrase very popular with educators is "We have to 
get students to be more responsible for their own 
behavior." This statement represents an important 
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educational goal, but teachers must realize that a teacher 
cannot "make" a student become more responsible. Students 
who have not yet learned to be personally responsible and 
independent must be taught these traits. 
Consequences for misbehavior are an important part 
of any classroom discipline plan (Madsen & Madsen, 1981). 
Teacher-Student Interactions 
The current stress on discipline in the schools tends 
to imply that teachers need only to design effective 
consequences for misbehavior and the natural result will 
be self-disciplined students. While a consequence for 
misbehavior is a necessary part of an effective discipline 
plan, punishment results only in a short-term reduction of 
unacceptable behavior. 
Where to begin? The following outline is designed to 
provide a process by which one can approach and solve these 
problems individually, and, in so doing, hopefully avoid 
being overwhelmed by the frustration and annoyance these 
problems can tend to create. One should begin by isolating 
a problem (with one student) and working through various 
approaches to the problem. One should eventually be able 
to use this process for problems with other students and 
those that are not student-specific (Bluestein, 1982). 
The steps that are outlined below should be 
followed: 
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1. Identify the problem. Be specific in 
your description. 
2. Collect data to support the existence of 
the problem and to define and describe its 
depth, dimensions, frequency of occurrence, 
and impact on other students or related 
behavior. 
• Identify data sources, such as student, 
parents, support staff, former 
teachers, cumulative folder, etc. 
• Utilize various strategies to collect 
data about the student's performance, 
behavior, or attitudes as they relate 
to the problem identified. Select 
from strategies which will support your 
observations, such as collecting student 
work samples, conducting interviews, 
inventories, frequency counts, time on 
task studies, sociometric assessments 
or skills tests, or compiling anecdotal 
records. 
• File the data collected in a separate 
folder for that particular student. 
3. Use the collected data to formulate a summary 
statement which documents the existence of 
the problem and describes it in some data- 
based detail. 
4. Brainstorm many possible solutions to this 
problem based on inferences and recommenda¬ 
tions that your statement suggests. For 
each solution proposed, also indicate the 
outcomes expected. 
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5. Test your proposed solutions. Record 
information about your results. 
Teacher interactions establish clear behavioral 
expectations for students. Student-teacher interactions 
are improved only when the teacher has established clear 
expectations for student behavior. Students cannot be 
self-disciplined if they do not know what is acceptable 
and what is not acceptable. Clear expectations allow the 
teacher to respond consistently to behavior, and it will 
give students a chance to demonstrate their willingness 
to cooperate. 
Design consequences for misbehavior. While demon¬ 
strating that the teacher does not tolerate misbehavior, 
the effective consequences will also remove whatever is 
reinforcing the misbehavior. If a disruptive student is 
reinforced by the one-to-one attention he or she receives, 
an appropriate consequence to misbehavior must include 
giving the student as little attention as possible. 
Possibly the student is reinforced for misbehavior by 
experiencing a sense of power in getting the teacher angry. 
It is important to implement consequences to misbehavior 
unemotionally. If the student is reinforced by feeling 
important enough to be talked to, the consequence to 
misbehavior should not include the class. 
Reinforce appropriate student behavior by initiating 
positive student-teacher interactions. To effectively 
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motivate an entire classroom of students, effort must be 
acknowledged since classrooms are often chaotic or there 
is an atmosphere of oppression where nagging and punish¬ 
ment dominate. If the teacher accepts each student as 
he or she is and acknowledges effort, even the most 
unmotivated student will learn that there are benefits 
for behaving maturely. Effective teachers initiate 
numerous positive interactions prior to the time students 
have an opportunity to initiate negative interactions 
(Combs & Snygg, 1959) . 
Positive feedback is also a powerful tool in pro¬ 
viding students with positive student-teacher 
interactions. 
Guidelines for Providing Effective 
Positive Feedback 
The following presents some guidelines for providing 
effective positive feedback. 
Positive feedback is highly contingent on student 
behavior. Contingent positive feedback tells students 
that the teacher is aware of their performance, indi¬ 
vidually and as a group. Contingency implies that the 
teacher will give feedback to the best performance of 
every individual. High performance will receive recogni¬ 
tion for assimilating information and for analyzing new 
situations and demonstrating that they are exerting some 
effort. A student who typically misbehaves will need 
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recognition for cooperating and for demonstrating the 
maturity to try changing his or her behavior. 
Positive feedback should be given in a matter of 
fact manner. Positive feedback should not imply that the 
teacher is treating students any differently from the way 
the teacher treats any adult or any other student. Stu¬ 
dents will also appreciate statements that communicate 
that the teacher recognizes their effort. 
Use descriptive rather than evaluative statements. 
Descriptive statements briefly tell students what was 
worthy of comment. 
Positive feedback to individual students should be 
relatively private. Some positive feedback can be given 
very naturally in front of the class. But, individual 
behavior should be discussed privately with the 
individual. 
Provide feedback to groups of students whenever 
possible. Acknowledging the efforts of an entire group 
of students helps establish a sense of cooperation and 
community within the classroom. 
Eliminate pauses after giving positive feedback. If 
the teacher tells a student that he or she has done a 
particularly nice job and then pauses, the student will 
feel that he or she must respond. The teacher should give 
positive feedback and then shift the focus to another 
topic or student. 
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Be persistent. Some students feel uncomfortable with 
positive feedback, because they have had so little. The 
teacher may wish to meet privately with these students 
and discuss ways that they can respond to positive comments. 
Every student needs to learn that he or she has enough 
self-worth to accept recognition from someone else. 
Goal Setting 
Solutions to student problems will vary because 
every student is an individual. Resolving problems is a 
process of trial and error. The teacher and student work 
together to identify goals, define behaviors that will 
interfere with reaching the goal, and set up student 
responsibilities that will help the student obtain his or 
her objective. 
Goal setting is frequently a useful tool because it 
sets formal expectations for the student. It provides a 
vehicle for discussing relevant issues, and it lets the 
student know that someone at school cares enough to help 
the student achieve his or her potential. 
Goal setting is a useful activity for any student, 
not just for the students who have problems. The teacher 
may wish to do some basic goal setting objectives with 
the entire class. Goal setting is a particularly useful 
activity for students who seem to lack direction or 
maturity (Charles, 1981). 
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Class Motivational Systems 
A classroom reinforcement system is any formalized 
set of procedures designed to motivate the majority of 
students in a classroom. While a classroom's motivation 
system may help teach individual students to behave more 
appropriately, its specific aim is to help improve the 
behavior and motivation of all students. 
Classroom reinforcement systems can be designed to 
reduce tardiness, reduce disruptive behavior, and increase 
academic effort. 
Classroom reinforcement systems can be good tools for 
teaching a group of careless and unmotivated students to 
care about their behavior. These systems should be used 
only when effective grading systems fail and when a large 
number of students are having problems. If only one or 
two students are unmotivated, look at an individual 
reinforcement system. 
The classroom reinforcement system, like all manage¬ 
ment tools, will be successful at changing student 
behavior only if the teacher is consistently supportive, 
and has an effective grading system. This tool may teach 
a group of immature students to monitor their own 
behavior and work together towards a common goal. 
The high-risk student. High-risk students are 
"turned off" and consequently disruptive. They are also 
chronically tardy, chronically absent, and are most often 
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referred to the office for misbehavior. These students 
are the most likely to drop out of the school system. 
Approximately 25% of all students drop out of school prior 
to graduation. These are usually young people in trouble. 
They are most likely to be school failures I Some are 
headed toward prison, welfare, prostitution, drug 
addiction, isolation, chronic unhappiness, or any combina¬ 
tion of these. Certainly, the ideal situation would be to 
have loving and skillful parents take the time to turn 
these students around. Unfortunately, most of these 
students are in trouble because their parents have not 
found the time or the skill to love and to help them in 
the first place. 
Saving a high-risk student is possible. Every 
teacher will need to cooperate, but the high-risk student 
will need one special person who takes the time to support 
and encourage small successes. That support person will 
keep in touch with classroom teachers to see how the 
student is doing, help set up peer tutoring or activity 
groups, make parental contacts (when needed), set up 
individualized motivational systems, and take part in 
staffing to help plan for the student (Kershner & 
Connolly, 1991). 
Identifying high-risk students. "At-risk" is a 
metaphoric expression that appeared with increasing 
frequency in the early writings of the current educational 
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reform movement. Rather than drawing its origin from 
religious orientations, as many educational movements of 
the past—"the crusade of the 1960s" or "save the 
children"—at-risk employs a connotation based on medical 
or epidemiological sources. The label suggests that 
populations of young people are being threatened by a 
systematic, external danger in the larger community. 
There is a fear that some growing menace is out of 
control, that a particular group may become infected, that 
unless something dramatic is done soon, young lives will be 
negatively affected for a long time and continue to spread 
the venomous impact. The parallels to substance abuse or 
AIDS infection seem more than coincidental. But there is 
also a positive side to the at-risk term. Through proper 
treatments or positive interventions, at-risk students can 
be improved; they can achieve success. The compelling 
problems are rooted outside the child, in the institutions 
that serve the learner, perhaps in the society itself. 
Risk can be mitigated by knowledgeable practice and 
informed understanding. Potential healing powers can be 
generated in the youngsters themselves, if their instruc¬ 
tors and the educational system encourage and facilitate 
the students' best performance. What students do needs 
to be separated from who the students are, and what the 
circumstances of their daily lives involve. Teachers 
can become mediators of educational excellence if they 
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see their mission differently, and are willing to change 
their view of many of the students they teach. Teaching 
thinking to so-called at-risk youngsters is a challenge 
characterized by the metaphor's own dimensions 
(Presseison, 1991) . 
Every teacher will submit the names of their two 
highest risk students and the name of a third student who 
would benefit from one-to-one support. They write a brief 
descriptive paragraph about the three students they 
identify. They also identify students who have been 
referred to the office for misbehavior, tardiness, and 
absenteeism. The list of students identified by teachers 
and the list of office referrals the school now has will 
be a completed list of the students who are the most 
likely to drop out. 
Involving volunteer faculty members, para- 
professionals, parents, and peers: Match one high-risk 
student with each volunteer. Mixed blessings may appear 
in a variety of forms, one of which is extra hands. At 
one time or another, every teacher wishes for an extra 
pair of hands in the classroom. Trying to match activities 
to different children's learning styles, helping to manage 
different activities going on at the same time, and find¬ 
ing the just-right material on-the-spot are all occasions 
that benefit from additional helpers. 
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Designing an Individualized 
Motivational System 
These are strategies that can be used by any staff 
member who wishes to help an individual student learn to 
succeed within the system. The individualized motiva¬ 
tional system is designed for students who do not respond 
to improved student-teacher interactions, effective 
grading systems, and goal setting. The individualized 
motivational system is used when classroom consequences 
and motivational systems are too broad for the needs 
of an individual student. 
The individualized motivational system is a powerful 
behavior change tool. This plan offers the student 
alternative benefits for cooperating and trying to func¬ 
tion within the school system. With each individual 
student, it is difficult to predict whether a plan will 
work or not. 
The following steps are the basic components of an 
individualized system. Variations must be made for each 
student, depending on individual needs. Some indi¬ 
vidualized plans may involve only goal setting. The 
teacher should be able to adjust the steps, the order of 
the steps, and the strategies to work with the student 
(Public School Department, 1987). 
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Write positive expectations for student behavior. 
Define what the student is expected to do and how he or 
she is expected to perform in each identified setting. 
The more detailed the expectations, the more likely your 
efforts will enable the student to succeed (Rand et al., 
1982) . 
Group the expectations and identify the border¬ 
lines between acceptable and unacceptable behavior under 
different conditions; e.g., acceptable behavior such as 
being in appropriate place when the bell rings, walking in 
the school building, treating every person with respect, 
listening to and following directions in class, raising 
hand if he or she has difficulty with the work or when 
he or she wants to participate in class; also, borderline 
unacceptable behavior such as reaching the seat as the 
bell rings, arriving without any materials he or she 
needed such as a sharpened pencil, making a comment or 
calling a name that would anger someone, talking to some¬ 
one else while directions are being given, playing with 
objects while the teacher talks, stopping work, making 
loud noises with objects or the mouth, arguing, pushing 
or nudging, etc. (Walker, 1979). 
Meet with the parents. Once the teacher or the 
volunteer has identified problems and defined expecta¬ 
tions for the student, meet with the parents. Explain 
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that the school or a teacher or a volunteer would like to 
act as a special support person for their child. If they 
agree, the teacher's role will be to try to monitor the 
student's behavior and teach skills that will help him or 
her survive in school. Define some of the behavior that 
has interfered with the student's success. Tell the 
parents that you recognize that school may not hold a lot 
of interest for their child and that you would like to 
put the student on an individual plan that will help him 
or her become more interested. Try to determine how much 
support you will be able to count on from the parents 
(Ausubel, 1979). 
Identify objectives toward which the student might be 
motivated to work; then meet with the student to discuss 
the plan, expectations, objectives, and rewards. 
Determining what will motivate a turned off student is 
difficult because the student has not been interested in 
anything the school has to offer. The best reinforcer is 
what happens to the student when he or she improves his or 
her behavior. In most high-risk cases, the reinforcer 
will need to be something more powerful such as toys, 
food, trips, money, etc. 
If the parents seem very supportive of the volunteer 
efforts, have them suggest some things the student might 
work for. The primary concern is to try to find some 
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things that the student has really wanted. Most parents 
can help with suggestions. 
If the student's teacher is not the volunteer, call 
a meeting with the teacher working with the student. 
Present the plan. Discuss the positive expectations for 
behavior. Go over what the student will need to do in 
order to behave appropriately. Discuss borderline 
behaviors and help the teacher arrive at a firm understand¬ 
ing of appropriate and inappropriate behavior. The teacher 
should make a conscious effort at acknowledging the 
student's efforts and improvement. Everyone will need to 
be prepared to act unemotionally and consistently 
Consequences for Misbehavior 
Punishment consequences: Guidelines and limitations. 
Punishment techniques are a necessary part of an effective 
discipline policy. To use punishment procedures effec¬ 
tively, however, it is important to understand that they 
are only a small part of a broad plan to improve student 
behavior. This plan must include clear expectations, 
positive interaction with all students, and an effective 
grading system. 
Punishment defined. Punishment is a term that is 
frequently misunderstood. A consequence is only a punish¬ 
ment if it reduces the future frequency of a behavior. 
A punishment can be something the teacher does or says. 
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It can be something other students do or say, or it can be 
something the student thinks or feels himself or herself. 
Punishments are not necessarily overt consequences such as 
time out, suspensions, or some form of corporal punish¬ 
ment. A punishment is anything that results in a behavior 
taking place less and less often in the future. If a 
consequence does not reduce the future frequency of a 
behavior, it is not a punishment. 
It will always be important to examine any technique 
that is designed to reduce or eliminate unwanted behavior. 
If the behavior continues, the procedure is not punish¬ 
ment (Beaty, 1978). 
No one technique is universally punishing for every 
student. An effective punishment for one student may 
have absolutely no effect on another student. Each stu¬ 
dent, as an individual, will respond to different things 
in different ways. For this reason, it will be important 
to adjust techniques and strategies to determine which are 
the most effective in changing student behavior. If a 
commonly used consequence is not effective for a given 
student, it does not mean the student is hopeless or that 
he or she "just doesn't care about school". It simply 
means that this particular student does not find that 
particular consequence punishing. 
If a student is seeking attention through mis¬ 
behavior, the teacher's attempts to punish may be exactly 
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what the student wants to have happen. This does not 
mean that there would be no consequences for misbehavior. 
Schools have a limited number of consequences at their 
disposal, and these are not very powerful. This does not 
mean that consequences will not be used. It means that 
they need to be chosen carefully to give the student as 
little attention as possible for misbehavior. The most 
powerful tool for changing behavior will come from 
increasing positive interactions for appropriate 
behavior. 
Punishment is a powerful strategy for changing 
behavior. Punishments often lack power because the most 
difficult students have become immune to any punishment 
procedure that can be used. Some students have been 
lectured to, yelled at, sent to the principal, sent out 
of the room, kept after school, suspended in school, and 
suspended out of the school, and they simply no longer 
care. They have an attitude of "So what?" 
When punishment is effective, it is still weak 
because it reduces a behavior by establishing an avoidance 
response. Its weakness lies in the fact that punishment 
alone fails to teach students to be responsible, motivated, 
and cooperative. Improved behavior at the threat of 
punishment simply means the cost of punishment outweighs 
the benefits. The student may change the way he or she 
behaves, but not change the way he or she "wants" to 
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behave. If teachers spend more time with students, stu¬ 
dents would learn to be more self-disciplined. 
Punishment is effective only as long as the threat 
hangs over an individual's head. Punishment does not 
teach the benefits of changing behavior. Whenever 
students realize the threat of punishment has been 
removed, they are likely to begin engaging in the 
inappropriate behavior again. Punishment procedures do, 
in fact, make the teacher a police officer in the classroom. 
Even the lowest performing student will realize that it is 
the teacher who presents the threat of punishment. When 
the teacher is gone, or has his or her back turned, 
students may engage in misbehavior with no consequence. 
This also means that punishment techniques will not help 
a student generalize better behavior to other settings. 
The threat of punishment may control a student, but have 
no effect on the way a student interacts with others. 
Students respect teachers who are tough! This 
misconception probably grows out of the fact that we 
typically remember respecting teachers who consistently 
gave out fairly severe punishments for misbehavior. It 
seems logical that teacher respect grew out of the 
teacher's ability to punish effectively. One teacher 
sends a student out of the class but smirks when another 
teacher does the same thing. The critical difference is 
not the use of punishment, but the teacher's ability to 
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combine positive interactions with consistency, fairness, 
and high expectations. Consequences are taken seriously 
because they are imposed within the context of a positive 
environment. A less respected teacher may try to use the 
same punishments, but will use them inconsistently and 
too frequently to have impact. 
Classroom control is established through the use of 
punishment. A common misconception regarding punishment 
is that a teacher's major means of classroom control is 
through the use of punishment. If the teacher attempts to 
establish control primarily by punishment misbehavior, he 
or she may actually create more problems because students 
are placed in an adversarial relationship with the 
teacher, and they will often test to see how much they can 
get away with. The overuse of punishment will create a 
feeling that the consequences are no big deal because they 
have been through them so many times before. The end 
result may be that students will actually be encouraged to 
engage in misbehavior. 
A teacher who tries to "control" students through the 
use of punishment is in for a very frustrating experience. 
At best, the teacher will have a quiet classroom, but will 
lack students who are motivated to do their best academic 
work. Avoid trying to control students. The teacher's 
job is to teach and foster learning. This is accomplished 
by establishing a comprehensive management plan with a 
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heavy emphasis on reinforcement to encourage student 
motivation. 
Guideline for Using Punishment Effectively 
A comprehensive management plan will include conse¬ 
quences for misbehavior. There are obviously times when 
punishment procedures are necessary. It may be necessary 
to demonstrate that some behaviors are not going to be 
tolerated in the classroom. In implementing the proce¬ 
dures, the teacher should remember that punishment has a 
low probability of successfully teaching a student with 
severe behavior problems to behave more appropriately. 
Punishment procedures can be used to eliminate mis¬ 
behavior on a short-term basis while more appropriate 
behaviors and attitudes are being taught and reinforced. 
Clearly specify the borderline between acceptable and 
unacceptable. Students have to understand exactly what 
the teacher expects. A clear borderline increases the 
likelihood that the teacher will be consistent in the 
implementation of the consequence. It also increases the 
chance that the student will learn quickly to avoid the 
unacceptable behavior because he or she will know exactly 
what behavior leads to consequences and what behavior is 
acceptable in class. 
Be as consistent as possible in implementing conse¬ 
quences. Some students have learned that what some 
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teachers say and what they actually do may be two entirely 
different things. Given this, you can safely expect to 
be tested. Students need to find out whether the teacher 
means what he or she says. The teacher must, therefore, 
be prepared to implement the consequences that have been 
established. Students realize that the teacher is going 
to be consistent. Implement the consequence every time 
the unacceptable behavior occurs. 
Establish punishment for as few behaviors as possible. 
Following the foregoing procedures work for only a few. 
The use of punishment requires consistently applying the 
consequences when a misbehavior occurs. If the list of 
misbehaviors is too long, there is no way that a teacher 
can be consistent. 
Most of the students who understand rules and expec¬ 
tations from the start feel no need to experiment with 
misbehavior. 
Always treat students with respect. A student who 
has been humiliated by a teacher is unlikely ever to do 
well for that teacher. 
Implement punishment procedures unemotionally. It is 
important to remain as unemotional as possible when follow¬ 
ing through with a punishment. Some students have learned 
that the ability to make a teacher angry or annoyed is rein¬ 
forcing. Therefore, an emotional response from the teacher 
weakens the effectiveness of the punishment strategy. 
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Students who have many behavior problems are insecure 
individuals. They will frequently misbehave in an effort 
to have an impact on those around them. It will be 
important for the teacher to show these students that they 
do have power, but it comes through motivation and posi¬ 
tive behavior rather than misbehavior. 
If the teacher has a tendency to become angry, ask 
what the anger has accomplished. Then remember that the 
anger has probably served to encourage the student to 
misbehave. 
Establish a plan to reinforce students for improved 
behavior. A plan to reinforce improved behavior can be as 
simple as occasional verbal feedback or as detailed as a 
formal reinforcement system. 
Evaluate the effectiveness of the efforts to reduce 
misbehavior; modify the plan if necessary. If the 
teacher handles problems instead of referring students to 
the office, the teacher demonstrates to the students that 
he or she is willing to work with them and is willing to 
develop a mutually productive relationship. Use of class¬ 
room consequences also allows the teacher to respond 
quickly to minor misbehavior without disruption of class 
time. 
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Gentle Verbal Reprimand 
Gentle verbal reprimand should be used the first 
time a particular misbehavior occurs in class. This 
simply involves asking a group of students not to engage 
in an inappropriate behavior. The verbal reprimand tells 
students that the behavior is not acceptable in the 
classroom. If this strategy does not change student 
behavior, then a more formalized punishment system must be 
established. 
Every teacher uses verbal reprimands. If used 
effectively, gentle verbal reprimands can frequently 
reduce the need to implement more formalized consequences. 
Gentle verbal reprimands should be unemotional or matter 
of fact statements that tell students why the behavior is 
inappropriate. Avoid sounding sarcastic; and if possible, 
avoid issuing a direct command. 
If the problem occurs a second time, try the gentle 
verbal reprimand again, but phrase it differently. Use 
the verbal reprimand at least three times, but no more 
than six times for any given problem during the term. 
If the student or students do not change their behavior 
with several reprimands, the teacher will not change 
his or her behavior with 500 reprimands. Effective verbal 
reprimands work quickly. If the teacher tells the stu¬ 
dents the same thing over and over again, or if the 
teacher feels as if he or she is nagging, then the 
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teacher has fallen into the criticism trap. It is impor¬ 
tant to change the strategy. 
Selecting Consequences When Inappropriate 
Behavior Continues 
If the teacher has tried verbal reprimands three to 
six times and the problem persists, the teacher will have 
to decide whether to ignore the misbehavior or to imple¬ 
ment a more formalized consequence. Select the option 
that is the most effective. Ignoring will generally be 
appropriate when students misbehave to get attention. 
Ignoring. Ignoring is an active strategy for teach¬ 
ing a student to behave in a mature and responsible 
manner. An effective teacher will never "tolerate" 
inappropriate behavior. When ignoring is selected as a 
consequence to misbehavior, the student is being told 
that some behaviors are so childish, they are not worthy 
of a response. If gentle verbal reprimands precede 
ignoring, the student will know the teacher is not con¬ 
doning misbehavior by ignoring it. 
Ignoring is appropriate only if the student is trying 
to gain attention. Every student is an individual. 
Though the behavior of two students may be similar, their 
intents may be very different. 
The following misbehaviors are often effectively 
reduced by ignoring: complaining, annoying noises, rude 
comments, talking out. 
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If the teacher ignores the negative behavior, the 
teacher can also teach other students to ignore the 
behavior. 
Discussions. Discussing behavioral problems with 
students can sometimes help to reduce inappropriate 
behavior. Discussions can help students recognize that 
they are wrong and the teacher can give different ways 
they could change their misbehavior. If the problem is 
with one to three students, arrange to have a discussion 
only with those involved in the problem. If the problem 
occurs with several students, hold the discussion with the 
entire class. 
Identifying the problem. Give students the oppor¬ 
tunity to explain the problem as they see it. Do not 
allow discussion to degenerate into a session of 
accusations and denials. Establish the basic events that 
led to the problem and what happened. 
Explore behavioral alternatives to similar situations. 
Help students explore other ways of dealing with similar 
situations. Students frequently know only one way of 
responding to a situation, e.g., when a student is called 
a name, he or she may think his or her only alternative is 
to fight with the other student. The student may not 
realize that he or she has the option of turning away from 
someone calling him or her a name. 
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Parental contact. If parents are supportive and 
interested, parental contacts can be a useful strategy 
for eliminating inappropriate behavior in the classroom. 
Even if the parents are not supportive, parental contacts 
may still be necessary as a matter of form, but do not 
expect the parents to have any positive impact on the 
student's behavior. 
Nevertheless, inform the student that you will con¬ 
tact his or her parents if he or she continues to engage 
in the misbehavior. 
Isolation within classroom. When students seem 
unable to control their behavior, isolation within the 
classroom can frequently be an effective consequence. 
Isolation within the classroom requires enough space 
in the classroom to have a chair and desk that are some¬ 
what separated from the other students. 
Owing time. Many misbehaviors are a waste of class¬ 
room time; therefore, owing time is a consequence that 
tells students they must pay back any time they have 
wasted. If a student wastes class time, he or she will 
need to pay back time from the time he or she values. 
This may be during a lunch period, a break, before school, 
or after school. 
Assigning extra work. Assigning additional work for 
misbehavior is one of the weaker consequences for poor 
behavior. It will generally work only if the misbehaving 
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students are highly motivated. If poorly motivated 
students are required to do more work for a misbehavior, 
the teacher may end up primarily reinforcing the attitude 
that school work is punishing. If this attitude continues, 
the teacher may end up with a student who will not even do 
the regular work. 
If the student is not currently turning the work in, 
anyway, adding more work can only compound the student's 
academic difficulties. The additional work may result in 
destroying any motivation the student may have had. His 
or her thinking will be, "Additional work will certainly 
make it impossible to catch up, so why try?" In most 
classrooms, this is a consequence to avoid. 
Sending students out into the hall. This traditional 
consequence is actually far less effective than many other 
consequences. The biggest difficulty with sending stu¬ 
dents into the hall is that they are left unsupervised. 
The student is, therefore, free to do as he or she wishes. 
This is a risky consequence. What happens if the student 
leaves the grounds? What happens if the student bothers 
another class? What happens if the student becomes 
injured while unsupervised? These questions are difficult 
to answer, so it may be best to avoid sending students 
into the hall. 
In addition to the risk involved, sending students 
into the hall is frequently ineffective because the hall 
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can be fun for the student who misbehaves. The student 
is free to interact with anyone who happens to be around. 
He or she is on exhibit as a troublemaker, and this may 
be a positive image for the student. Being sent to the 
hall may actually reinforce some students' inappropriate 
behavior. This means that they will misbehave in the 
future so they can be sent out again. 
Sending students to the office. Sending students to 
the office will be a necessary consequence for severe 
misbehavior; for minor misbehavior, it is essential that 
the classroom teacher handle consequences. When a stu¬ 
dent is sent to the office for a minor offense, the 
student's perception may be, "The teacher doesn't know 
what to do with me, so I'm being sent to the office." 
Sending students to the office is a consequence 
that must be reserved for major offenses because teachers 
who send large numbers of students to the office may not 
be taken seriously by office personnel. If the teacher 
rarely sends a student to the office, it will be obvious 
that the student has a severe problem. 
Corporal punishment. Corporal punishment has severe 
drawbacks for misbehavior. The potential for legal impli¬ 
cations outweighs any effectiveness that might be gained 
by a classroom teacher. Corporal punishment in itself 
has many disadvantages. Once the teacher begins using 
corporal punishment, it is easy to fall into the trap of 
using corporal punishment for minor as well as major 
offenses. As corporal punishment is used, there may 
develop an adversarial relationship between adults and 
students. In this atmosphere, it is difficult to encourage 
students to grow and mature. 
The final compelling drawback to the use of corporal 
punishment is that it provides students with a model of 
aggression. The school demonstrates to students that the 
teacher uses physical violence whenever he or she wants 
someone to behave differently. This implies that the 
person with the most power is the person who is right. 
Schools must provide a model that teaches students to work 
out disagreements intelligently rather than physically. 
When students behave inappropriately, it will be necessary 
to teach them to be self-disciplined and motivated by 
always dealing with any behavior fairly, calmly, and 
objectively. 
Consequences 
Suspension. Suspension from school is one of the 
most commonly used consequences for students who have been 
referred to the office. 
A consequence intended as punishment may turn into a 
reward. Students who are suspended rarely like school in 
the first place. When the student is suspended, he or she 
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may get to sleep in, watch television, or socialize with 
friends. 
When students are suspended, school cannot assume 
that their action will be supported by parents. Many 
parents have developed an adversarial relationship with 
the schools, and suspensions only heighten the problem. 
Sometimes the suspension is nothing more than a vacation 
from school. 
Another limitation of suspension is that it tends to 
label the student as a troublemaker. If the student feels 
comfortable with this label, suspension reinforces the 
students being so tough that the school cannot handle him 
or her. Suspension can actually lend a kind of dignity to 
inappropriate behavior. 
There may be times when suspension is absolutely 
necessary. However, this should only be after the school 
has tried several alternative consequences to misbehavior. 
It is the responsibility of the school staff to do every¬ 
thing possible prior to suspension to teach students the 
behaviors they need to succeed in school. Everyone must 
recognize that, to a degree, suspension tells the student, 
"We don't know what to do with you so we are going to 
kick you out of school in the hopes that you will figure 
out how to behave on your own." 
Suspension must be the last resort after everything 
else has failed. In determining consequences for 
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misbehavior, out of school suspension should be listed as 
the final consequence in a series of predetermined conse¬ 
quences . 
Specific Problems, Descriptions, Contributing 
Factors and Problem-Solving 
Swearing. This language will certainly be offensive 
to many people and it is not acceptable in many settings. 
Students frequently swear because swearing becomes a 
natural part of their language. It becomes a habit. Some 
students swear to antagonize adults. Their intent is to 
provoke an emotional response from an authority figure. 
In this case, swearing becomes an attention-getter. At a 
neutral time, explain to the class that the primary con¬ 
cern is that swearing is not appropriate in a public 
setting, as in school, and it is offensive to many people. 
Let students know that they seem to need help in breaking 
this habit of swearing. Tell students that some people 
will judge them solely on the basis of their language. 
Consequence for swearing: When the teacher hears 
someone swearing, calmly and unemotionally implement the 
preestablished consequences. Five minutes from lunch may 
mean that the student cannot eat with friends or it may 
mean that he or she will have to stand at the end of the 
lunch line. Do not negotiate with the student. 
Talking back. Whenever the teacher calls attention 
to someone to do something, he or she always responds with 
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a hostile comment. Any response from the student results 
in an accelerating hostility. This student is a very 
angry, unreachable student. The student always wants the 
last word in a confrontation. A positive interaction 
with the student seems to be impossible. 
Contributing factors: This student has learned to 
talk back, to be angry, and to be explosive. His or her 
interactions at home are probably very similar to those 
at school. Typically, a student like this has grown up 
with confrontations with parents, confrontations with 
teachers, and often confrontations between parents. The 
student has learned to interact with adults in this one 
way. It will not be easy to change this behavior. It 
may be necessary to actually teach the student alternative 
ways of responding to an adult. 
A student like this may also have gotten hooked on 
the intensity of a hostile interaction. The student may 
not be aware of it himself or herself, but may actually 
thrive on this level of intensity to get the attention he 
or she receives when he or she provokes adults. Finally, 
the student who talks back may think he or she can gain 
power and influence by challenging the teacher in front of 
his or her peers. 
Problem-solving: A student like this may tone down 
his or her responses for a short while, but within a few 
days he or she will begin testing the definition of 
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(talking back) by continually accelerating the degree of 
his or her hostility. Within a few days, the student will 
be right back to where he or she started, unless the 
teacher can clearly identify what is talking back and what 
is not. Think about the particular student's voice 
inflection, volume, facial expressions, gestures, and body 
language. All these variables have an impact on what the 
teacher considers to be "talking back". The teacher must 
be prepared to clarify what is acceptable and what is 
not. 
Situation: Juan is sitting and staring out the 
window. "Juan, please get started with your writing 
assignment." 
Unacceptable responses: Says, "Screw you"; shouts 
"All right"; says "I hate this crap". 
Acceptable responses: Says "Okay!"; says nothing 
but gets started; asks "Does this need to be done by the 
end of the class?" 
Identify a consequence for talking back. When the 
student has engaged in "talk back", follow these proce¬ 
dures : 
1. Tell the student he or she owes five 
minutes during lunch recess. 
Before the student has a chance to respond, 
give the student a matter of fact command 
that requires some physically visible 
2. 
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action. The teacher needs to be able to 
see that the student is following direc¬ 
tions. The command could be something 
like, "You need to get in your seat and 
begin writing." Avoid giving an instruc¬ 
tion like, "You need to cooperate." 
If the student carries out the instruction, there is 
no further consequence. If the student does not comply 
with the instruction, immediately send him or her to the 
office. This should result in a telephone call home 
(Liebert & Spiegler, 1982). 
Failing to raise hands. No matter how many times 
the teacher tells students to raise their hands, students 
will call out fifteen to twenty times during the class 
session. 
Contributing factors: Students will call out 
answers, comments, or questions to receive recognition 
from the teacher. The attention they desire is not 
necessarily negative attention. Some students will call 
out because they legitimately need help, and others will 
call out because they have something worthwhile to con¬ 
tribute . 
Frequently, students will forget to raise their hands 
because calling out questions, comments, and answers has 
become a class habit. 
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Problem-solving: Identify the typical activities 
that occur in the classroom and determine whether students 
should raise their hands. Consistently ignore all stu¬ 
dents who do not raise their hands at the appropriate 
times. Students will not learn to raise their hands if 
they can get the teacher's attention faster by calling 
out. Initially, it may be difficult for the teacher to 
ignore students who do not raise their hands. It is 
natural to respond to a student who has called out by 
reminding the student to raise his or her hand and then 
to answer the student's question. "Maria, remember! 
You need to raise your hand if you have a question. 
Don't forget next time. Now what can I do for you?" 
Even though the student has not raised his or her hand, 
he or she gets the help from the teacher that he or she 
wants. 
However, if the teacher expects students to raise 
their hands and waits for recognition, it is important 
for the teacher to consistently ignore those who forget to 
follow the rule. The teacher must demonstrate to students 
that the only efficient way to get attention is to raise 
their hands. 
Chewing gum. The school has a rule against gum- 
chewing . 
Contributing factors: Students chew gum because they 
enjoy chewing gum. Some students will also chew gum when 
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they realize they can annoy the teacher, become the center 
of attention, and manipulate class time. This minor 
misbehavior can give the student center stage while he 
or she makes a big production of putting his or her gum 
in the wastebasket. Finally, some students will chew gum 
just to see if they can get away with it. Gum-chewing can 
be a very mild way of rebelling against the system. It is 
a minor misbehavior that even compliant students may feel 
comfortable experimenting with. 
Destroying property—vandalism. 
Contributing factors: Vandalism will occur when some 
students find that there is no accountability for their 
actions. As vandalism becomes more apparent, students 
begin to feel that it really does not matter if they 
absentmindedly write on their desks or pick the paint off 
a wall. As destruction becomes more visible, even 
responsible students begin forgetting that they are 
destroying public property. 
Problem-solving: Establish consequences for minor 
vandalism in the classroom, require students to repair or 
clean up the damage they have done, and more. For example, 
if a student writes on a desk, he or she should be 
required to wash off all the desks in the room. If a stu¬ 
dent sticks gum under the desk, the student should be 
required to scrape off all the gum found in the room. If 
a student is caught loosening a screw in the desk, he or 
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she should be required to tighten screws in all of the 
desks. 
Parents should also be contacted. Many students 
would never write on furniture at home, but do not think 
twice about writing on school property. 
Work with the administration to establish conse¬ 
quences for vandalism causing permanent or serious damage 
to school property. When serious damage has been done, 
students should be referred to the office. 
Discuss the problem and consequences with the class. 
At a neutral time, discuss the problem of vandalism. 
Explain that taxpayers have made it possible for young 
people to have a building and equipment to assist them 
in getting an education, and it will be everyone's 
responsibility to keep things in as good a condition as 
possible. 
Name-calling. 
Contributing factors: Chronic name-calling is 
usually a habitual interaction pattern between students. 
Because the pattern is habitual, it is also difficult to 
change. Students are used to initiating stimulating 
interactions by provoking each other. 
Problem-solving: Work with the class to define the 
differences between name-calling and nicknames. Explain 
that everyone's tolerance to name-calling seems to vary; 
therefore, the class needs to clarify what is considered 
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friendly teasing and what is considered intolerable 
name-calling. 
Determine a mild consequence for any student who 
is involved in name-calling. Tell students that the class 
needs to decide on a consequence for any student who 
becomes involved in a name-calling incident. Explain that 
some students may not feel that some of the names are 
derogatory, but that people who are intelligent and mature 
will respect the wishes of others. Because the use of 
nicknames is unnecessary, they will not be tolerated 
unless the group has determined that they can be accepted 
in fun and good humor. 
Explore possible consequences with students. These 
include time owed during a break or after school, loss of 
a privilege, and/or classroom isolation. 
Explain to students that the teacher will implement 
the consequence any time that he or she sees or hears 
name-calling. If two students are calling each other 
names, both students will pay the consequence regardless 
of who started the sequence. Implement consequences 
consistently and calmly. 
Fighting. 
Contributing factors: Sometimes fighting occurs 
because students have learned that violence is a way of 
life. "Being tough", "standing up for yourself', and 
"showing them who's boss" are values that have been taught 
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at home or on the streets. These values may not be 
changed by the school; however, the school can teach stu¬ 
dents that fighting will not be tolerated (Public 
School Department, 1987). 
Problem-solving: Establish a schoolwide consequence 
for any student involved in a fight. Because fighting 
will not be tolerated, any student involved in a fight 
will need to pay the same consequences without differen¬ 
tiating between who started the fight. The only 
exception to this will be the rare case of an unprovoked 
assault. 
The faculty will need to agree upon a schedule of 
consequences. The consequence for the first incident of 
fighting should be relatively mild, but the severity of 
the consequence should accelerate sharply after the first 
and second incident of fighting. The staff might decide 
upon a schedule for the consequences. 
Failing to complete homework assignments—a classroom 
problem. 
Contributing factors: Students will neglect homework 
for a number of reasons. The first reason may be that 
work is not always collected or recorded. If the teacher 
is inconsistent about making students accountable for work 
on time, students will learn that they can sometimes get 
away with not doing their work. Some students will 
fail to do assignments because they lack the academic 
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skills that are necessary to complete the assigned 
tasks. 
Problem-solving: Establish consistent routines for 
assigning, monitoring, and recording homework. A con¬ 
sistent routine means that each week there should be a 
fairly standard amount of homework, collected and due at 
relatively routine times. 
Student Dropouts and Teacher Burnout 
The problems of student dropout and teacher burnout 
have always been considered separate phenomena. Both stem 
from the same source, the process of alienation that is 
prevalent in the school system, causing students and 
teachers alike to "give up" on school. Student dropout and 
teacher burnout demonstrate critical links between the two, 
and present a series of models that show how educational 
alienation is created and fostered by conditions in the 
schools, the community, and society at large. 
For each student or teacher who leaves the system, 
there are many more trapped within it. These "tuned out" 
students and teachers are equally alienated and pose a 
considerable challenge to anyone attempting to "solve" the 
problem by simply lowering dropout and turnover rates. 
American public schools (as they currently are 
structured), the teaching that takes place in them, their 
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system of recruiting and training that takes place in 
them, and their system of recruiting and training teachers 
are in disastrous condition. Our schools are out of step 
with current demographic and societal conditions in the 
United States, with changes in the world balance of 
economic power and the structure of scientific knowledge, 
and with the needs of the international labor market. 
The philosophy they reflect satisfies neither the Right 
nor the Left, and they not only fail to provide basic 
literacy to a significant portion of the student enrollment, 
but render even the most talented stupefied with boredom. 
American education, both students and their teachers, 
begins with the dissatisfaction and attempts to indicate 
both its causes and its impacts upon educational institu¬ 
tions . 
Despite considerable effort, expenditure of additional 
funds has not ameliorated dropout rates. The proportion of 
dropouts among certain populations is increasing. Conven¬ 
tional wisdom holds that only non-White students drop out. 
However, students from all groups are increasingly "at 
risk". The percentage of minority students is increasing 
in the public schools. Since minority students constitute 
the major part of enrollments in most large urban districts 
in the United States, this means that the actual number of 
dropouts is increasing. 
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Educators fear that recent attention on academic 
"excellence", as translated into increases in the academic 
requirements for graduation from high school, will mean 
higher rates of dropout by students who cannot meet the 
enhanced standards. Dropouts will be even more dis¬ 
advantaged in the labor force as increasing use of the new 
technologies and forms of workplace organization come to 
require higher levels of intellectual and social skills 
(Archer & Dresden, 1987; McDill, Natriello, & Pallas, 
1985) . 
Dropping out also has a high cost to society in terms 
of joblessness, crime, and lower wages to individuals. 
Furthermore, the economic consequences of dropping out are 
unequally distributed by race and ethnicity; the unemploy¬ 
ment rates and foregone income of Hispanic and Black 
dropouts, for example, has been 25% to 100% higher than 
that of Whites (Rumberger, 1987). 
Another cost to society of dropping out is the effect 
that alienation of students has on teacher retention and 
recruitment (Firestone & Rosenblum, 1988) . Research 
indicates that people traditionally have selected the 
teaching profession because of their prior favorable 
experiences with the work that teachers do. However, 
teachers now work increasingly with alienated, uncoopera¬ 
tive, and unsuccessful students. Few people, especially 
talented and academically able members of urban minority 
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groups, would choose the kinds of working conditions and 
clients they now observe in the schools they attend. 
Finally, educational administrators and policy¬ 
makers have come to view dropout rates as indicators of 
the quality of schools and districts. This makes the 
dropout problem a political one, as the ability to define, 
count, and reduce the number of dropouts becomes salient 
in the competition for funding and merit evaluations 
(Rumberger, 19 87) . 
School Absences and Truancy 
Truancy, that is to say absence from school without 
leave (i.e., unlawfully) and without parental knowledge and 
consent, has often been confused with school refusal. At 
first sight, there seems to be little difference between 
the child who at breakfast complains of a belly-ache 
that prevents him or her from going to school and who, 
once he or she is permitted to stay home, plays happily 
with the belly-ache being forgotten and another child who 
leaves home seemingly to go to school, but who turns 
away to the park to play there without telling his or her 
parents. Yet the difference is fundamental and of 
differential-diagnostic importance. 
It has been estimated that truants amount to about 
.25% to .75% of the school population (Magney, 1959). 
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Absence from school has an important legal aspect. 
In most countries, school attendance is compulsory by law, 
and absence may invoke penalties against children and 
parents. While a fairly modern concept, it is one of the 
social factors that imposes pressure on parents and conse¬ 
quently disturbances in the parent-child relationship are 
reflected in school attendance. A parent found guilty of 
failure to secure the regular attendance of a child is 
liable to a fine, or in the case of further offenses, to 
a term of imprisonment. Any child brought before the 
juvenile court because of failure to attend school 
regularly may be treated as "in need of care and protection" 
under Section 62 of the Children and Young Persons Act of 
1933 and may be sent to an approved school or place on 
probation. Non-attendance may thus cause a good deal of 
legal trouble to parents and may lead to forcible removal 
of the child from the home. 
Absence from school may also lead to the loss, perhaps 
irretrievably, of such educational benefits as the child's 
intelligence might have entitled him or her. 
Absence from school is a serious educational problem. 
It is caused not only by school refusal, but also by 
economic difficulties and by truancy, a condition not 
identical to school refusal or rejection. 
School is emotionally stressful, but it can also be 
an enjoyable experience for student and teacher. 
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Kock (1960) and Eisenberg (1958) made a special study 
of school refusal and concluded that it is a myth that 
well-adjusted students did not like school. Partridge 
(1939) found only five out of fifty truants and school¬ 
refusing children disliked school (Clyne, 1966). 
Moving Beyond Rules 
and Regulations 
Classroom management means a great deal more than 
"making kids behave." It means the teacher getting things 
going, keeping things moving, keeping things safe, and 
running the show well enough to be able to teach and have 
children learn. 
Although some school reformers have suggested that 
"schools should be run like businesses," the problem, 
ironically, is that schools have been run like businesses. 
Each day well-meaning teachers use the same reward and 
coercion techniques as are used in business; techniques 
that do not work. Educators who use these techniques wind 
up abusing their power by "firing" students (through the 
use of failure and overreliance on suspension). Whereas 
the "bottom line" of a corporation is monetary profit for 
the corporation, the "bottom line" of a school is the 
education of the students for the benefit of both the 
student and the larger society. Hence, the school's 
methods toward achieving those goals must be prosocial. 
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Failed businesses end up in bankruptcy court, but educa¬ 
tionally and socially bankrupted students do not so easily 
disappear. 
Are Rules the Answer? 
Many researchers agree that perhaps the biggest 
drawback to relying on rules in school is that rules do not 
prevent misbehavior; rather, they invite it. Like a 
ticking time bomb, we await the first infraction. In a 
rules system, something bad must first occur. Our legal 
system can proceed to trial only after something occurred 
that is suspected to have been illegal. Until evidence is 
available of their violation, rules and laws are powerless 
and, in effect, meaningless. 
In fact, rules create more problems than they solve. 
The United States has more laws than the rest of the world 
combined, and government makes use of those laws. The 
United States has a higher percentage of its population in 
prison than any other industrialized nation. 
Children do not learn good behavior from rules. 
Research tells us that children do not see laws and rules 
as guides to good behavior. Written and verbal rules and 
laws are too abstract for young children (they take them 
literally and keep them external to their thinking). Rules 
are also external to older children and preteens, who 
internalize them as their social relationships develop. 
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modifying them to the circumstances at hand (Reimer, 
Paolito, & Hersh, 1983). Besides, children see morality 
(doing the right thing) as justice. They do not interpret 
morality as adherence to rules. Ask a four-year-old if 
it is all right to hit other children. Most will say, 
"No, it's not." Ask if it would be all right to hit if 
there was a rule that allowed hitting. Because a child 
sees the basic injustice in hitting and being hit, the 
child would still say that—even if his or her school 
permitted hitting other children--hitting others is wrong. 
Although a child naturally sees the injustice of hitting, 
the actual prosocial behavior itself, both in form and 
frequency, must be taught and must be learned. We cannot 
passively rely on a child's natural emphatic feelings or 
sense of justice to automatically develop into good 
behavior. 
In summary, rules do not teach. Free yourself and 
your students from "crime-and-punishment" thinking. 
Instead, establish a basic understanding with your students 
by teaching them limits and courtesies. Students do not 
need rules when basic understandings are constantly being 
advanced by the teacher and developed by the class. Make 
your classroom safe for students. Model prosocial behavior 
in your words and actions. Talk with parents and involve 
others appropriately. Treat your students like persons, 
not captives. Praise and give acknowledgment to students 
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for acting human, but do not reward them for doing so. 
Make basic understandings stick at a personal level by 
actively and concretely teaching and practicing them 
(DiGiulio, 1995) . 
Twelve Instructional Strategies 
What follows are twelve practice instructional 
strategies teachers can use to promote student achievement 
and prosocial behavior. 
1. Basic to all quality classroom teaching, gear 
your group instruction to the correct level of difficulty. 
Especially with new teachers, too much teaching time is 
spent in instruction that either is too simplistic or is 
beyond students' ability. Establish groups within your 
classroom for instruction, and try to aim your classroom 
instruction at the point of just manageable difficulty, 
a point just slightly beyond your students' current 
achievement level. Try to get a sense of where they are. 
For example, this evening, before you put away that stack 
of checked/graded student work, hold that pile of papers 
in your hand and skim them; try to get a sense of the 
overall difficulty level. Was the work too easy? Was the 
work too hard? Make adjustments accordingly, yet be 
patient. Even the most experienced of teachers continue 
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to be challenged in locating that point of "just 
manageable difficulty." 
2. You make success definite when you make failure 
impossible. This sounds too good to be true, but it is 
not really that difficult. Break instruction into smaller 
learnings. For example, teaching students to use a 
computer requires they first learn how to use a mouse 
and/or a keyboard. Be sure to teach basic keyboard 
orientation before lurching into programming. If you equip 
students with prerequisite tools, mastering the task and 
attaining success become doable. 
3. Build patterning and association into each lesson. 
At one time, we can store only about four or five bits of 
new information in our minds. Let's say there are twenty 
new vocabulary words—in science, mathematics, or social 
studies. Teach students to pattern them; divide them into 
four or five subgroups. They could be grouped by initial 
letter (hemlock, hickory, hawthorne, holly, hornbeam) 
by mnemonics (Argentina, Brazil, Chile), or by other 
patterns. Challenge older students to come up with their 
own patterns. 
Association means connecting new concepts/learning 
to what students already know. Have students build on 
what they already know by comparing, contrasting, or 
making analogies with new material. For instance, when 
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introducing the concept of multiplication, help students 
discover that multiplication (unfamiliar, new concept) is 
really the same as old, familiar addition. The strange 
new multiplication algorithm 3 X 5 is nothing more than 
5 + 5 + 5. 
4. Monitor student work. Like a ship passing 
through locks along a canal, monitor student work as it 
proceeds. Establish checkpoints, especially for involved 
or lengthy assignments (papers, experiments, projects, 
presentations). At each daily or weekly checkpoint, give 
students evaluative comments along the way. Do not wait 
until the project is done. Or try this: Instead of 
doing all monitoring yourself, have classroom partners 
check each other's work-in-progress. Provide blank check¬ 
lists for students to use in evaluating their own and/or 
their partner's evolving projects. 
5. You ensure success when you give students the 
most precious commodity we have—time. Avoid sound bite 
fragmentation. Provide adequate time for students to 
process—to do something with what they have learned. 
Research shows us that when students process what they 
have learned (they only stay focused for a longer period 
of time), they retain more. How can you avoid fragmenta¬ 
tion? When asking questions, use wait time: simply wait 
three to five seconds after asking a question. (Many 
teachers wait less than one second after asking a 
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question.) Wait time increases student involvement, 
allows richer student responses, and brings slower stu¬ 
dents into classroom instruction. Whole block scheduling 
(longer periods of instruction) is used in some schools to 
allow students more time to process what they are learn¬ 
ing. 
Speaking of time, you can ensure success by eliminat¬ 
ing "hang loose" time. A strategy the researcher has used 
with success was the "do now" assignment written on the 
chalkboard. With "do now" work, they wasted no time 
getting started (non-negotiable). Some teachers have 
students work on journals as soon as they enter. Others 
have students work in groups checking their work, or 
working at an activity center. Either way, "do now" work 
helps students become focused and more self-sufficient, 
and it also allows the teacher time to take attendance, 
collect money, and put out fires that some students bring 
to school within themselves. 
6. Make "successful" mean fruitful and productive. 
In hockey or football, when one team wins, the other must 
lose; but classrooms are no place for that I-win-so-you- 
lose rule. 
Assign as many "As" as you honestly can when student 
work has met the criteria. The criteria should never be 
the number of others who did well. 
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Robert Slavin (1990) of Johns Hopkins University has 
written extensively and persuasively about the value of 
cooperative learning, where students work together in 
heterogeneous (mixed ability) teams to master material 
presented by the teacher. Moreover, cooperative learning 
directly contributes to positive classroom management. 
Slavin acknowledges that most cooperative learning class¬ 
rooms are well behaved, because students are motivated to 
learn and are actively engaged in learning activities. 
Evaluate more but judge less. Avoid making unneces¬ 
sary good-bad, pass-fail achievement distinctions. For 
example, such distinctions are especially inappropriate 
for cooperative writing projects, poetry reading, science 
exhibits, constructing a computer database, community 
actions projects, political polling, sculpting, and 
hundreds of other endeavors. Sometimes teachers spend 
more time judging than teaching. French essayist 
Joseph Jourbert (1928) said that "children need models 
rather than critics." 
7. You can ensure when you get to know your students' 
other strengths. It will open up new areas for them to 
demonstrate successful learning. Start with getting to 
know their likes and dislikes. What are they good at? 
Have older students complete an interest inventory. Ask 
young students to name things they do well outside of 
school. 
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Consider using Howard Gardner's (1983) theory of 
multiple intelligences as a guide to teaching to a wider 
variety of student abilities. Gardner highlights seven 
areas of "intelligence", namely, linguistic, logical- 
mathematical, spatial, musical, bodily-kinesthetic, 
interpersonal, and intrapersonal intelligences. Schools 
have traditionally emphasized the first two (linguistic 
and logical-mathematical) intelligences. The other five 
open new areas for student success: drawing, organizing, 
synthesizing, building, rebuilding, designing, predicting, 
and hundreds of others. 
8. Perhaps the most important strategy of all is to 
teach students to take responsibility for their learning. 
Nothing will certify you as an excellent teacher more than 
your teaching students to be in charge of their own work. 
We often hear talk about being an independent learner, 
but few know how to help students do so. Most teachers 
make students too dependent upon the teacher. As a result, 
many students define success in school simply as an ability 
to follow directions and repeat back to the teacher what 
the student thinks the teacher values. Although following 
directions is a skill in convergent tasks (some type of 
problem solving), too much of it can stand in the way of 
a student taking responsibility for his or her learning. 
Teachers can also empower students by involving them 
more fully in what they are learning. 
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Involve the students in decisions that affect their 
school day. As you teach, try to get comfortable talking 
to your students as a group, and talk in a way that 
involves them in planning their day. For example, once 
morning activities get started, give students an overview 
of the day ahead. Some activities were not negotiable 
(opening exercises, testing, lunch, etc.), but others 
were flexible: "I'm thinking of spending more time on 
math this morning to give you more time to work on those 
fraction problems we began yesterday. That means our 
(puppet show) will come after lunch. Does that sound 
good?" Ask the students, and be prepared to go with their 
thoughts if sound reasons were provided. 
Contracting is one technique to help older elementary 
school and middle school students take responsibility for 
their learning. The student and/or teacher draw up a 
contract, which spells out requirements and time for 
completion, and the contract is signed by the student and 
the teacher. 
9. Students will be more successful when they are 
interested. Perhaps no strategy is more obvious—yet is 
as frequently ignored—than this one. All of us will do 
something more readily if we are interested in what we are 
doing. Educators have known for years that students who 
are interested in what they are doing will not only enjoy 
doing it but will do the activity for a longer period of 
92 
time. They will learn more from the activity. Our job 
is to increase student interest. What can you, as a 
teacher, do to increase student interest? Vary your 
instructional methods instead of relying on one style of 
teaching ("chalk and talk" lecture, for example), involve 
students in a task where they can "go hands-on", demon¬ 
strated something, use simulation games, or hold a guided 
class discussion. Students who are not adept at speaking 
in class are usually first to join in when an interesting 
class discussion begins. 
Another way to increase student interest is to teach 
in "multiple modalities". In the classroom, too much 
novelty becomes entertainment, and it moves the focus from 
the learner to the performer (teacher). 
10. Provide evaluation that is realistic and feedback 
that is immediate and detailed. Realistic evaluation helps 
students connect what they have learned with the real 
world. For example, a multiple-choice test on the solar 
system is not as realistic (or helpful to the student) as 
building a small model of the solar system. That model 
would be a more authentic test than a multiple-choice test 
because the model is more closely related to the real 
thing. 
Feedback from the teacher is an important type of 
evaluation. To be effective, feedback must be immediate 
(right away) and detailed (explicit). Immediate means 
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grading and returning students' examinations or papers as 
soon as possible. Detailed means making your evaluation 
remarks more than a number or letter grade, describing what 
was done well and what did not meet the requirements. Say¬ 
ing "Super!" or "Good work!" is not as helpful to a learner 
as saying, "I'm glad you remembered to reduce these 
fractions to lowest terms!" or "See how much more legible 
your handwriting is today compared to this paper you did 
in September!" 
Keep in mind that praise is a type of feedback that 
can work wonders. To work best, praise should be authentic 
and specific, and never given out of pity or used 
excessively. 
11. Learn to ask—and practice asking—good questions. 
Benjamin Bloom (1980) called questioning an "alterable 
variable", meaning that it is a skill that teachers can 
learn and can improve in. 
There are questions that go nowhere: "What is the 
capitol of Oklahoma?" Then there are questions that pro¬ 
duce thinking: "Can you say that differently?" "Predict 
what the vacuum cleaner dust will look like under the 
microscope." 
What is the best way for teachers to answer or 
respond to student questions? Psychologist David Elkind 
(1987) advises parents and teachers to respond at the 
child's "level of purpose". When you respond to students' 
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questions, do not overfill the "cup of curiosity". Do 
not feel you must have all the answers. Leaving a 
student with questions is more valuable than providing 
answers. 
12. Work toward smooth flow and lively pace. 
Strive for smoothness, and avoid breaking the flow of 
instruction. Sometimes teachers make mountains out of 
molehills by pointing to a paper on the floor and announc¬ 
ing, "This room is a mess I I am tired of seeing paper on 
the floor!" This just disturbs the class and gets them 
unfocused from their work. In extreme, it makes you an 
entertainer who is not very entertaining. 
Interruptions from bells, from the office, and from 
student misbehavior all destroy flow. Do not reprimand 
or even look at a student who is seeking to interrupt as 
you are teaching. Hold out your hand ("stop") or an index 
finger ("one minute") to the interrupter, without taking 
your attention from the student who is talking to you. 
Try to follow through on your sentences; and when you are 
giving instructions, have students wait until you are 
finished before you field their questions. 
New teachers tend to have a problem with pacing, 
either dragging or going too fast. Both extremes cause 
problems: Too fast = confusion; confusion = boredom; 
boredom = misbehavior. Too slow is just as bad: 
dragging = boredom; boredom = misbehavior. 
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Appropriate pacing is achieved by being sensitive to 
the "pulse" of the class, then moving at a pace ever so 
slightly faster than that pulse. Probably the best 
technique to help you travel at the right pace in instruc¬ 
tion is to ask questions as you teach. Student responses 
to your questions will give you a "pulse count" of the 
group. Look around and sense if you are losing some of 
the class to boredom and should be moving on. This 
technique also gives the students something to do. The 
question "How are plants and molds alike?" can cause them 
to think; but saying "Write down five ways that plants and 
molds are alike" will cause them to think, do something 
productive, and will keep the pace lively. 
As you look around the room, do not wait for all to 
finish the task. As soon as you realize about half of the 
class has completed the task, tell the entire group to 
finish up what they are doing, then move on. Have them 
share their ideas with each other, but give them a time 
limit. Keep your word. You do not necessarily have to 
be exact to the second, but call time, and mean it. 
Do not give in to, "I'm not done!" protests. Provide those 
students with the chance to finish later. As you have 
students report on their ideas, start one group reporting 
to the class. You do not need to formally announce it to 
the class; you do not need to demand perfect silence. Once 
they hear a group or individual begin to report, they will 
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quiet down. This means you do not have to make your words 
the only focal point at every classroom transition! 
Look back over the twelve strategies. Pick one 
strategy and work at it for one week. If you have a mentor, 
buddy teacher, or another trusted colleague, ask them to 
observe you and to help you monitor your progress toward 
mastery of those strategies that you need to address. 
Summary 
A thorough computer search failed to produce any 
studies focusing on classroom behavior in a bilingual 
setting. Perhaps this study, and hopefully others, will 
help overcome this dearth. However, the various areas 
related to and contributing to classroom discipline are 
covered well in this chapter. 
In Chapter II, Review of the Literature, classroom 
discipline, theories on behavior, cultural differences that 
could lead to misunderstandings and possible misbehavior 
by teacher or student, tips for teachers, student-teacher 
interactions, positive feedback, the high-risk student, 
punishment, parent involvement, student dropouts, teacher 
burnout, school absences, truancy, and finally strategies 
beyond rules and regulations were investigated and 
reported upon. 
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This chapter may well be used as a guide in developing 
a course or workshops for first-year teachers in a bilingual 
setting. 
In Chapter III, the methodology used in the study to 
solicit (from experienced teachers) recollections of their 
first two years of teaching in an urban setting and in 
bilingual classrooms will be described. 
CHAPTER III 
RESEARCH METHODOLOGY 
Research Site and Population 
The site selected for this exploratory study is a 
small urban city in Western Massachusetts with a population 
of approximately 44,678. The city's ethnic makeup is 
65.3% Anglo, 31.1% Hispanic, 2.1% African-American, and 
1.5% Other (Public School Department, 1990). 
The total public school (K-12) population in 
the urban city selected for this study is 7,663 (Public 
School Department, 199 6) . 
There are 2,361 students (or 31%) receiving instruc¬ 
tion in Spanish and English in the school district's K-12 
bilingual program (Public School Department, 1995). School 
dropouts averaged 8.3% in 1995, 8.3% in 1993, and 9.5% in 
1994 from the city's two high schools. 
There are 291 students in bilingual classes in the 
high schools, 490 in the city's three junior high schools, 
and 1,574 in the eight elementary schools. 
The school district has 68 bilingual teachers in the 
elementary schools. Approximately 16 (or 25%) of the 
teachers are new and inexperienced or teachers with 
experiences elsewhere (usually Puerto Rico) but new to 
this public school district and to the United States. 
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Instrumentation 
A questionnaire (see Appendix A) was designed for 
bilingual elementary public school teachers, which included 
questions containing demographic information as well as 
questions pertaining to study variables. The questionnaire 
was distributed to each experienced (two years or more) 
bilingual classroom teacher in each elementary school in 
this urban district site. 
The following lead questions, expanded on from those 
presented earlier in Chapter I, were intended to glean 
more information from responding teachers: 
• What is the role of the teachers in creating 
and maintaining a learning atmosphere in 
their classroom? 
• What resources do teachers need in order 
to obtain and retain a classroom learning 
ambience? 
• What discipline do you want to see in each 
classroom that you think will guarantee 
a place where learning can take place? 
• Do culture differences play a part in 
classroom discipline between a regular class 
and a bilingual class? 
Basic Assumption #1: By year three of the classroom 
experience, teachers have developed techniques for creating 
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a "positive teaching-learning" ambience. The questionnaire 
for experienced teachers was designed to have teachers 
reveal the strategies they developed to cope with classroom 
and individual discipline. What did they learn from 
ensuing years that now has resulted in creating a positive 
teaching-learning ambience? 
Basic Assumption #2: Most first-year teachers have 
negative discipline experience. Some of the questions 
in the questionnaire were partially open-ended and a 
frequency flow chart was deployed to capture strategies 
cited by these experienced teachers. The role of the 
principal in helping to create a positive ambience will 
also be explored. The questionnaire was prepared in both 
Spanish and English. 
Not all of the responses solicited by the question¬ 
naire were used in the analysis. All responses can be 
found in the Appendix. Questions were not redundant, yet 
others may not necessarily add to the findings. The 
decision on what responses to use was made after the ques¬ 
tionnaires were collected, hand collated, and hand scored. 
Fifty questionnaires were placed. 
Forty-eight (48) teachers responded to the question¬ 
naire for a 96% response. This size sample lent itself 
well to hand scoring and analysis. 
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Procedures 
As previously mentioned, questionnaires were dis¬ 
tributed to experienced teachers with at least two years 
of urban bilingual teaching in the target district. Back¬ 
ground information was also solicited. A deadline date 
was established for the collection of the questionnaire. 
Follow-up was made by personal note and by telephone calls 
to teachers who had not complied with the specified 
deadline. The researcher tried for a 100% return, but 
was quite satisfied with the 96% return. 
Since the number of teachers receiving the question¬ 
naire was small, the data collected was hand collated and 
scored. 
Limitations of the Study 
This exploratory study of experienced bilingual- 
bicultural elementary teachers in an urban setting reflect¬ 
ing on their classroom management practices has the 
following limitations: 
1. This study on classroom discipline is 
limited to elementary schools in an urban 
school district in Western Massachusetts 
and to bilingual teachers in those 
schools. 
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2. An ERIC search revealed that no studies 
on "discipline" have been conducted on 
bilingual classrooms. Therefore, the 
studies cited are a result of a search 
for titles under "classroom management" 
and "discipline". These studies were not 
conducted in classrooms where the children 
are non-English speakers. 
3. The review of the literature cites books 
written about school discipline since 
1980 . 
4. The findings are limited to the responses 
of those returning the questionnaires. 
These findings are not likely to be 
replicated anywhere else. 
The results of this study propose to meet the needs of 
teachers new to the classroom in helping them to overcome 
situations of misbehavior arising from their lack of 
experience. Teachers with at least two years of actual 
bilingual classroom teaching were asked by way of a 
questionnaire to reflect on their first two years as class¬ 
room teachers and their present classroom management style 
to develop a step-by-step process and methodology for 
teachers new to the bilingual elementary classroom. By 
drawing from their experiences, teachers new to the system's 
103 
bilingual classes will overcome many obstacles to positive 
discipline in the classroom they may encounter. 
In Chapter IV, details of the responses provided by 
the 48 respondents are reported on by percentages. Copies 
of the questionnaire (Spanish and English) may be found 
in Appendix A. 
CHAPTER IV 
STUDY FINDINGS AND ANALYSIS 
Of the questionnaires that were sent to 50 district 
experienced bilingual elementary school teachers, 48 were 
returned. Distribution of the questionnaire carried with 
it a reasonable two-week deadline date. Thirty-eight (38) 
respondents met the deadline; the other 10 responded 
within the following 10 days after a reminder. Forty-eight 
(48) returned questionnaires out of 50 distributed con¬ 
stitutes a 98% return. The quick response may be an 
indication of how eager teachers were about the subject 
of this study. The questionnaires were prepared in 
Spanish and separately in English. Most preferred 
responding in Spanish, with only 14 responding in English. 
It can be drawn from this that the teacher respondents 
felt more comfortable responding to the Spanish question¬ 
naire . 
The findings are presented in tables—item by item 
and in percentages. A brief analysis follows item out¬ 
comes by category. 
Teacher Profiles 
From the data presented in Tables 3 through 8, the 
following picture of the 48 responding teachers emerges. 
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Table 3 
Sex of Respondents 
(n = 48) 
Sex Frequency Percent 
Female 36 75 
Male 12 25 
TOTAL: 48 100 
Table 4 
Race and Ethnicity of Respondents 
(n = 48) 
Ethnicity Frequency Percent 
African-American 0 0 
Hispanic 45 92 
Native American 0 0 
White (Non-Hispanic) 3 8 
Other 0 0 
TOTAL: 48 100 
Table 5 
Total Years of Teaching Experience 
of Each Respondent 
(n = 48) 
Number of Years 
Teaching Frequency Percent 
1 Year 0 0 
2 Years 1 2 
3 Years 4 8 
4 Years 4 8 
5 Years 3 6 
6 Years 2 5 
7 Years 4 8 
8 Years 2 5 
9 Years 3 6 
10 Years 5 9 
11 Years 0 0 
12 Years 1 2 
13 Years 1 2 
14 Years 2 5 
15 Years 3 6 
16 Years 3 6 
17 Years 0 0 
18 Years 3 6 
19 Years 2 5 
20 Years 2 5 
21 Years 0 0 
22 Years 0 0 
23 Years 1 2 
24 Years 1 2 
25 Years 0 0 
TOTAL: 48 100 
Average Years of Experience: 11 
Table 6 
Years of Service in Present 
(n = 48) 
School 
Teaching Years Frequency Percent 
1 Year 5 11 
2 Years 4 10 
3 Years 8 16 
4 Years 8 16 
5 Years 7 15 
6 Years 4 10 
7 Years 3 7 
8 Years 3 7 
9 Years 0 0 
10 Years 1 2 
11 Years 1 2 
12 Years 0 0 
13 Years 1 2 
14 Years 1 2 
TOTAL: 48 100 
Average Years in Present School 4.6 
Table 7 
Grade Level Now Teaching 
(n = 48) 
Grade Level Frequency Percent 
First Grade 8 16 
Second Grade 8 16 
Third Grade 12 25 
Fourth Grade 3 7 
Fifth Grade 3 7 
Sixth Grade 3 7 
Other: 
Pre-Kindergarten 3 7 
Kindergarten 2 4 
Special Education 3 7 
Special Education TBE 2 4 
TOTAL: 48 100 
Table 8 
Professional Preparation 
of Respondents 
(n = 48) 
Formal Education Frequency Percent 
Bachelor's Degree 
Some Graduate Work 
17 35 
(Less than Master's) 11 23 
Master's Degree 14 30 
Master's + 5 10 
Doctorate 1 2 
TOTAL: 48 100 
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Seventy-five (75) percent of those responding to the 
questionnaire are females. Ninety-two (92) percent are 
Hispanics with an average of eleven years of teaching 
experience, divided between teaching in the United States 
and teaching in their native country. The teachers have 
been in their current assigned school an average of 4.6 
years. Most of the teachers teach in the district's 
elementary schools and in bilingual classrooms. Five are 
assigned to special education classes, regular or bilingual. 
Twenty teachers have Master's Degrees or higher, and one of 
these 20 teachers has a Doctorate. Thirty-one (31) of the 
48 teachers have done work beyond the Bachelor's Degree. 
Teacher Attitudes and Expectations 
As illustrated in Tables 9 through 14, a majority 
(40) of the 48 teacher respondents are quite happy with 
their present school assignments. Forty-two (42) of the 
48 respondents are quite happy teaching in their school. 
Six (6), or 9%, of the respondents are not enjoying 
teaching in the school. Yet, they do not contend that the 
public's (parents and other teachers) opinion of the 
school is poor, since in Table 11 only 3 respondents have 
the impression that their school is below average 
while a vast majority (93%) see their school viewed by 
others as average (31%) or better (62%). 
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Table 9 
Teacher Attitude Towards 
School Assignment 
(n = 48) 
Attitude Towards 
School Assignment Frequency Percent 
Very Happy 
with Assignment 30 62 
Somewhat Happy 10 21 
No Feeling 6 13 
Somewhat Unhappy 2 4 
Very Unhappy 0 0 
TOTAL: 48 100 
Table 10 
Teacher Attitude Towards Their School 
(n = 48) 
Question: Do you enjoy teaching in this school? 
Response Frequency Percent 
Very Much 16 35 
Much 17 36 
Average 9 20 
Little 1 2 
Not At All 3 3 
No Response 2 4 
TOTAL: 48 100 
Ill 
Table 11 
Teacher Attitude of Their 
School's Reputation 
(n = 48) 
Question: In your opinion, what is the general 
reputation of this school among 
parents and teachers outside the 
school? 
Response Frequency Percent 
Among the Best 10 21 
Better Than Average 20 41 
About Average 15 31 
Below Average 3 7 
A Poor School 0 0 
TOTAL: 48 100 
Table 12 
Predictability of Pupil School 
Success or Failure 
(n = 48) 
Question: In your opinion, which of the 
following sources of information best 
predicts the student success or 
failure? 
Response 
(Factor Most Cited) Frequency Percent 
Teacher 
Recommendation 1 2 
Group or Individual 
Intelligence 8 17 
Absences 8 17 
Behavior Problems 9 19 
Attitudes 14 29 
Other 8 16 
TOTAL: 48 100 
Table 13 
Teacher Expectations Concerning 
High School Completion 
(n = 48) 
Question: What percent 
class do you 
school? 
of the children 
expect to finish 
in your 
high 
Response Frequency Percent 
90% or more 2 4 
70-89% 21 44 
50-69% 16 33 
30-49% 9 19 
Less than 30% 0 0 
TOTAL: 48 100 
Table 14 
Teacher Expectations Concerning 
College Attendance 
(n = 48) 
Question: How many students in your class do 
you expect will attend college? 
Response 
(In Ranges) Frequency Percent 
100% of 17 
(High) 12 25 
55% of 19 
(Medium) 25 52 
5% of 25 
(Low) 11 23 
TOTAL: 48 100 
Average of responses: 
53% of 28; 15 students will go to college 
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In Table 12, the teacher respondents are divided 
about success predictors for their students. Almost one- 
third feel that the student’s attitude (29%) is the one 
most significant deterrent factor toward success. 
However, behavior (19%) is a quick second factor, and 
absences (17%) and intelligence (17%) are tied for the 
third most significant success deterrents. 
When asked about predicted success in completing 
high school, 37 teachers came up with a range of 50-70% 
of their students will complete high school, while 9 
(or 19%) have lower expectations and 2 teachers (or 4%) 
have high expectations of 90% or more succeeding in finish¬ 
ing high school (see Table 13). 
When asked how many of their students would attend 
college (see Table 14), 52% of the teachers feel that 
55% of their average class members (19) would (or 25 out 
of 52). The other half of the teachers estimated a high of 
100% of their students would go to college or that only 
5% out of 25 would (low). This interprets into (on the 
average) 15 students out of 28 would go to college. 
Teacher Attitudes/Student Self-Esteem 
As reflected in Tables 15 through 18, teachers were 
asked how much they emphasized the importance of high 
school completion in preparation for a better job and life 
Table 15 
Teacher Perception of Stressing 
High School Completion 
(n = 48) 
Question: How often do you stress high school 
completion as preparation for a better 
job or life? 
Response Frequency Percent 
Very Often 
Often 
Sometimes 
Seldom 
Never 
25 
19 
2 
2 
0 
48 
52 
40 
4 
4 
0 
TOTAL: 100 
Table 16 
Teacher Perception of Encouragement 
(n = 48) 
Question: Do you encourage even the most 
economically poor students to 
to college? 
aspire 
Response Frequency Percent 
Always 31 65 
Usually 12 25 
Sometimes 2 4 
Seldom 1 2 
Never 0 0 
No Response 2 4 
TOTAL: 48 100 
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Table 17 
Teacher Perception of Student Assistance 
(n = 48) 
Question: Do you help 
are not able 
your students when 
to do the school 
they 
work? 
Response Frequency Percent 
Strongly Agree 29 61 
Agree 17 35 
Not Sure 1 2 
Disagree 0 0 
Strongly Disagree 0 0 
No Response 1 2 
TOTAL: 48 100 
Table 18 
Teacher Perception of Student Esteem 
(n = 48) 
Question: Generally, are you careful not to 
push students 
tion? 
to a level of frustra- 
Response Frequency Percent 
Strongly Agree 30 63 
Agree 17 35 
Not Sure 1 2 
Disagree 0 0 
Strongly Disagree 0 0 
TOTAL: 48 100 
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and the even greater benefits college offered even the 
most economically poor. 
They were also asked if they help students who are 
not doing well in their class. 
Ninety-two (92) percent of the teachers stated that 
they often stress the value of high school graduation. 
Ninety (90) percent advise students that even the 
economically poorest student could attend college, and 
96% indicate they help students who are not doing well in 
class. Ninety-eight (98) percent of the teacher 
respondents state that they are most careful to not push 
students to a frustration level. One teacher said she was 
not sure. 
Teacher Perceptions 
In Tables 19 through 26, the questionnaire items are 
meant to glean from the teacher respondents what changes 
they have made to improve discipline in their third year 
of teaching experience with urban youngsters. They were 
asked if new teachers should expect problems in the first 
and second years of teaching. They were asked for advice 
for new teachers. They were asked if the school's 
principal was helpful to them during their first two years 
in the district. They were asked if they believe 
discipline is a problem in mainstream classes and different 
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Table 19 
Teacher Perceptions: 
Positive Classroom Discipline 
(n = 48) 
Question: What did you do the third year of teaching 
that was not done the first or second year to 
insure positive classroom discipline? 
Response Frequency Percent 
Give more respect to stu¬ 
dents' needs; more 
attention; prepared my 
lessons better; I was more 
consistent; I showed more 
sensitivity; I developed 
contact with parents from 
the start of the year; I 
showed more creativity; 
I developed rules the first 
day of school. 26 
I used various teaching 
approaches; varied 
activities; focused more on 
class rules; friendly but 
firm with rules; expanded 
cooperative learning 
techniques. 11 
I involve students in rules 
making and decision making 
in general. 10 
Did not respond. 1 
48 
54 
23 
20 
2 
TOTAL: 100 
Table 20 
Teacher Perceptions: 
Discipline Problem Expectations 
(n = 48) 
Question: Should new teachers (in their first 
year) expect to have more discipline 
problems than experienced teachers? 
Response Frequency Percent 
Yes 1 28 58 
Noi 15 31 
Gave no response 5 11 
TOTAL: 48 100 
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Table 21 
Teacher Perceptions: 
Class Control 
(n = 48) 
Question: What advice or 
an experienced 
control of the 
recommendations would you, 
teacher, give new teachers 
class? 
as 
on 
Response Frequency Percent 
Be proud of teaching as 
a profession and act 
professionally; be 
consistent; involve the 
students in developing 
class rules; involve 
parents in the academic 
and disciplinary develop¬ 
ment of their child. 21 
Get all the help the 
school makes available 
to you; orient students 
and parents; be willing 
to help children keep up. 20 
Observe model teachers and 
emulate their successful 
techniques; leave personal 
problems at home. 6 
Assure safety for the 
children. 1 
44 
42 
12 
2 
TOTAL: 48 100 
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Table 22 
Teacher Perceptions: 
Principal Provides Assistance with Discipline 
(n = 48) 
Question: How helpful was your principal with 
discipline during your first and 
second year? 
Response Frequency Percent 
The principal helped 
me. 9 19 
The principal helped 
little. 7 15 
The principal did 
not help me. 27 56 
Did not respond 
(neutral) 5 10 
TOTAL: 48 100 
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Table 23 
Teacher Perceptions: 
Comparison of Discipline Problems in 
Bilingual Classes and Regular Classes 
(n = 48) 
Question: From your personal observations, do 
you believe discipline problems are 
different in bilingual classes 
compared to regular classes? 
Response Frequency Percent 
Regular class 
students seem to 
be better behaved. 
Regular class 
students are better 
behaved. 
Bilingual class 
students are better 
behaved. 
No differences 
Neutral 
No opinion 
TOTAL: 
4 9 
4 9 
14 29 
13 27 
8 16 
5 10 
48 100 
Table 24 
Teacher Perceptions: 
Being Bilingual Has Helped Establish a 
Classroom Learning-Teaching Experience 
(n = 48) 
Question: From your personal observations, do 
you believe that being bilingual 
has helped you establish a learning¬ 
teaching experience in your 
classroom? 
Response Frequency Percent 
Definitely, 
because I had to 
establish an 
ambience totally 
different from 
Puerto Rico (even 
with the language). 7 
I have direct con¬ 
tact with parents. 33 
No 2 
15 
69 
4 
Neutral 
No opinion 
2 4 
4 8 
48 TOTAL: 100 
Table 25 
Teacher Perceptions: 
Being Bicultural Has Helped Establish a 
Classroom Learning-Teaching Ambience 
(n = 48) 
Question: From your personal observations, do 
you believe that being bicultural 
has helped you establish a learning¬ 
teaching ambience in your classroom? 
Response Frequency Percent 
I don't consider 
myself bicultural. 1 
Most definitely 36 
No 3 
Neutral 4 
No opinion 4 
48 
2 
76 
6 
8 
8 
TOTAL: 100 
Table 26 
Teacher Perceptions: 
Differences in Monolingual and Bilingual 
Classroom Behavior 
(n = 48) 
Question: Are you aware of any differences in 
classroom behavior between yours 
and monolingual classrooms? 
Response Frequency Percent 
I believe the 
monolingual class¬ 
rooms are better 
behaved. 12 25 
I believe the 
bilingual class¬ 
rooms are better 
behaved. 16 33 
No I 10 21 
I'm not sure 3 6 
Neutral 2 4 
No opinion 5 11 
TOTAL: 48 100 
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to bilingual classes. They were asked if being bilingual 
and/or bicultural has helped them in creating a positive 
ambience. 
Fifty-four (54) percent of the respondents indeed 
reported changes that are very consistent with what the 
literature supports. Among these include showing respect 
to the students, listening to them, being consistent, 
being sensitive, preparing the material better, early 
contact and involvement of parents, early development of 
class rules. 
Twenty-three (23) percent of the respondents were 
also instructive in telling how they changed. They 
stressed using various teaching approaches, a variety of 
activities, focusing more on class rules developed on day 
one with the students, being friendly but firm in imposing 
rules, and expanding on or introducing a cooperative 
learning technique and approach. 
Twenty (20) percent were also positive in supporting 
the literate 10 teachers who now involve students in rules 
making and decision making in general, as reported in 
Table 19. 
In Table 20, and in response to whether new teachers 
should expect to have more discipline problems than 
experienced teachers, 58% agreed that such is the case, 
but 31% said "No!" Five (5) of the 40 respondents did not 
respond to this question. 
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Respondents were asked to give advice to new 
teachers and once more their responses are supported by 
the review of the literature. As indicated in Table 21, 
there is much to share with new teachers in a workshop, 
classroom, or just via a handbook, as Chapter II of this 
dissertation constitutes itself to be. 
Table 22 and the question it poses asks the teachers 
if they received help from the principal with discipline 
problems in their first two years of teaching. Fifty-six 
(56) percent said "Noi" Fifteen (15) percent said that 
they got little help. Nineteen (19) percent indicated 
the principal helped them. 
Table 23 reveals that respondents are divided as to 
behavior differences in bilingual classes versus regular 
or mainstream classes. Twenty-nine (29) percent said 
that bilingual class students are better behaved, while 
27% see no difference in behavior problems in compari¬ 
son . 
Sixty-nine (69) percent of the teacher respondents, 
or 33 of 48 of the teacher respondents, believe that being 
bilingual has helped establish a learning-teaching 
experience in their classroom. Eight (8) teachers or 
16% of the respondents said "Noi", or gave no response to 
the question. 
The following question queried if being bicultural 
has helped them create a learning-teaching experience in 
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their classrooms. Seventy-six (76) percent said that that 
was most definitely the case. One teacher did not consider 
herself bicultural and 11 other teachers (or 11%) did not 
answer one way or the other. 
Although Question 28 of the questionnaire appears 
similar to Question 25, it requested specifically that 
teachers compare their classroom to mainstream classes and 
just in general as is the case in Table 23. However, 
responses are very similar with the exception that some 
are more responsive in Table 26. While 26 respondents 
saw no differences or refused to commit (as noted in Table 
23), only 10 did not commit in comparing their own classes. 
The more significant change, however, is that almost 
double the number in Table 26 see the monolingual class¬ 
rooms as better behaved than their own. 
Analysis and Discussion 
of Findings 
The following analyses of findings are the result of 
responses to questionnaires distributed to 50 experienced 
bilingual teachers in the site selected for this 
research study in an urban Western Massachusetts school 
system. 
The data from the 24 tables presented in this chapter 
examine the characteristics (profile) and the opinions 
and attitudes of 48 experienced bilingual classroom 
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teachers who responded from the 50 individuals asked to 
participate. 
The findings show a wide scope of information about 
the responding teachers and their responses to the 
questions posed to them. 
Most of the respondent teachers are females (75%) , 
92% are Hispanics and many have prior teaching experience 
in Puerto Rico. They obviously see teaching as different 
here from Puerto Rico and average four and one-half years 
in their present school assignment. All teach in the 
system's elementary schools either as classroom teachers 
or in special assignments to positions supporting the 
bilingual classroom teachers. One-third of the teachers 
have Master's Degrees, all have at least a Bachelor's 
Degree, and 65% have done work beyond the Bachelor's 
Degree. Ninety-one (91) percent are satisfied in their 
assignment and in their school. Ninety-three (93) percent 
perceive that their school is found acceptable to teachers 
and parents outside this school. 
The respondent teachers believe that student behavior, 
student attitude, and student absences are the main reason 
predictors of student success, as noted in the literature 
review. Eighty-one (81) percent feel that the children 
have at least a 50% chance of completing high school 
because of the above-mentioned predictors of attitude, 
absences, and misbehavior. 
133 
This carries over into their college attendance 
expectations for 53% of the children. 
Since student self-esteem is important in the opinion 
of literature for success, the teachers were asked if they 
often stressed completion of high school as preparation 
for a better job or life. Ninety-six (96) percent said 
that they talked about it in class "sometimes" to "very 
often". Regarding college for even the poorest economic 
student, 94% responded "sometimes" to "always". Ninety- 
six (96) percent said that they worked with the students 
when they appear not to be able to do the school work; 
while 98% know not to push the child into a level of 
frustration. 
The responses given in Tables 19 through 26 reveal 
that teachers are very much aware of the practices 
recommended by prior research and the review of the 
literature (Chapter II) of this study. They respond 
that since* years one and two, they now give more respect 
to students, more attention, prepared their lessons 
better, showed more consistency, sensitivity, learned the 
importance of parent involvement, developed some degree of 
creativity, formulated class rules early and with student 
input. 
The majority of the respondents (28 of 48) expect 
new teachers to have problems their first year of 
teaching. 
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Forty-four (44) percent said new teachers should be 
proud of their profession; be consistent; involve students; 
involve parents; take advantage of resources in the school; 
orient students and parents about academic, behavior and 
attendance matters; observe model teachers; and leave your 
personal problems at home. 
Fifty-six (56) percent received no help from the 
principal during their first and second years with regard 
to discipline. 
The respondents are divided between no difference 
and bilingual class students appear better behaved at 
approximately 30% stating one or the other. The 
remaining 40% either had no opinion (26%) or stated regular 
or monolingual students are better behaved (18%) . 
Eighty-four (84) percent of the respondents feel 
that being bilingual has helped them establish a 
learning-teaching ambience (Table 24). Eighty-two (82) 
percent attribute their biculturalism has helped them 
establish a learning-teaching ambience. 
Asked directly in Table 26 if the respondents saw 
differences in their class behavior versus regular class 
students' behavior, 33% said their bilingual class is 
better behaved but 25% said the regular class students 
are better behaved. Twenty (20) of the 48 responding 
teachers either saw no difference (10 respondents), 
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had no opinion (5 teachers), were not sure (3 teachers), 
or wanted to remain neutral (2 teachers). 
In Chapter V, the guiding questions of this study 
and responses generated by the review of the literature 
and the responses of the teacher subjects of this study 
are addressed. Recommendations and present items for 
consideration and further study are also made. 
CHAPTER V 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
Having described in detail the major findings of the 
study in Chapter IV, this chapter attempts to: (a) present 
the questions guiding this study and findings from the 
literature and the questionnaire; (b) present conclusions 
based on the findings and/or the literature; (c) offer 
recommendations to school administrators, college 
professors, new teachers, and experienced teachers; and 
(d) present recommendations for further studies. 
Summary and Conclusions 
The purpose of this study was to explore and describe 
the characteristics of experienced teachers in an urban 
Western Massachusetts school district involved in bilingual 
education and reflecting on behavior problems they 
experienced as first and second year teachers. 
The outcome expected is that new teachers heeding 
the advice of experienced teachers will have less 
discipline problems in their first and second years of 
teaching in a new district, school, or with a different 
population. 
The following guiding questions were identified for 
this exploratory study: 
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(1) What behavioral outcomes do we expect from 
each child in our classroom? 
(2) How significant is the role of discipline 
in the classroom? In the school? In the 
home? 
(3) Do cultural differences have any affect 
on classroom behavior between bilingual 
students and regular students? 
(4) Can stated discipline rules be enforced 
without the cooperation of parents, stu¬ 
dents, and/or the principal? 
(5) How does a new teacher create a positive 
atmosphere in the classroom? 
(6) What is the role of teachers in creating 
and maintaining a learning atmosphere in 
their classroom? 
(7) What resources do teachers need in order 
to obtain and retain a classroom learning 
ambience? 
Question 1 is adequately responded to by the question¬ 
naire and by the review of the literature. Question 2 is 
responded to by the literature review. Question 3 is 
responded to by teacher responses and the literature 
review. Question 4 is responded to by teachers and the 
literature review. Question 5 is responded to by experi¬ 
enced teachers and by the review of the literature. 
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Question 6 is answered by the review of the literature used 
in this study. Question 7 is responded to by the review of 
the literature used herein, which is also intended as a 
teacher handbook on discipline or as a guide for a workshop 
on behavior or a college course on student behavior or 
creating and maintaining a learning ambience. 
The stated purpose of the study was that if those 
affected by discipline in the classroom can identify what 
each considers an acceptable standard of behavior, then a 
structure of standards can be developed that will be con¬ 
sistent in the classroom, the school, the home, and the 
community. The classroom standards can then serve as a 
mutually acceptable platform from which to work. Rules 
will be the offshoot of the perceived mutually accepted 
standards. The goal is to have a school, a home, and a 
community environment that is safe and conducive to 
learning and teaching. 
The responses given by the teachers are limited to 
the classroom and becomes a framework to build upon in 
the class, the school, the home, and the community. These 
emerge as: 
• Teachers of limited English-speaking children 
should be bilingual 
• Teachers must be familiar with the child's 
culture 
• Build positive student esteem 
Bilingual-bicultural teachers can involve 
the child's parents more effectively 
Help children who are behind to catch up 
Encourage students to finish high school 
and explain why they should 
Encourage students to attend college regard¬ 
less of their poor economic condition 
Encourage students to develop positive 
attitudes 
Encourage students to attend school every 
day 
Do not push students to frustration levels 
Give students respect and attention 
Prepare your lesson plans well 
Organize class groups effectively 
Use a variety of teaching techniques 
Be consistent 
Be firm, but friendly 
Make parent contact early in the year 
Involve parents in all aspects 
Be creative in getting student attention 
Develop class behavior rules with student 
input, as soon as possible 
Involve students in decision making 
Seek out resources in your school and 
neighborhood 
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• Be proud to be a teacher 
• Identify good teachers and model their 
success 
• Observe good teachers 
• Leave personal problems at home 
• Provide a safe place for all the children 
in your class 
• Rely on yourself first when discipline 
problems occur 
• Principals must develop their role for 
involvement with new teachers and problems 
of misbehavior 
These study conclusions are all supported by the literature 
selected for Chapter II. 
Recommendations 
The following recommendations are made as a result of 
this exploratory study: 
(1) School administrators should offer new 
teachers workshops conducted by experienced 
panels of teachers in their respective 
schools. 
(2) Colleges and teacher training institutions 
should establish seminars for prospective 
teachers on how to deal with discipline 
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problems and how to develop and maintain 
a learning-teaching ambience. 
(3) School districts should provide staff 
development seminars for all staffs and 
parents to discuss school discipline and 
contributing factors such as truancy, 
absences, student attitudes, and students 
keeping up academically via extra teacher 
help and school and/or neighborhood 
tutors. 
(4) Community agencies should be approached to 
help teachers and schools with misbehavior 
problems and follow-up with other agencies 
and the home. 
(5) Chapter II should be translated into the 
appropriate language for teachers who find 
that language to be more facilitating. 
Suggestions for Further Research 
The following suggestions are made for further 
research on this topic: 
(1) This study should be replicated in the same 
district at the secondary level. 
(2) More research has to be conducted on 
the affects of American educational 
standards upon new cultures and vice 
versa. 
(3) More research has to be done on bilingual 
classroom teachers and their effectiveness 
in dealing with students with behavior 
problems. Who are the most effective in 
reaching the students? How? 
(4) This study should be replicated in other 
school districts with bilingual students 
and teachers to develop a framework of 
reference for their classroom, school, or 
district on how to begin dealing with the 
multifaceted problem that presents itself 
as we seek the development and maintenance 
of a learning-teaching ambience. 
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TEACHER QUESTIONNAIRE 
The purpose of this questionnaire is to determine 
factors influencing the needs of teachers new to the 
bilingual classroom in overcoming situations of mis¬ 
behavior arising from their lack of experience. As a 
teacher with at least three years of actual bilingual 
classroom teaching, you have been chosen to participate in 
this study. All information provided by you will be 
strictly confidential and will be reported only in the 
form of aggregate data. No data will identify you as a 
subject in any way. You have the right to withdraw your 
participation in this study at any time. 
The results of this research will assist in the 
development of a step-by-step process for teachers new to 
the bilingual elementary classroom. By drawing from your 
experiences and your present classroom management style, 
teachers new to the system's bilingual classes will over¬ 
come many obstacles to positive discipline in the classroom 
they will encounter. 
Thank you for your willingness to participate and for 
making this dissertation research study possible. 
PART I: DEMOGRAPHIC INFORMATION 
1. Name: _ (optional) 
2. Please write the name of your school: 
A. Female 
B. Male 
3. Sex: 
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4. What is your race or ethnic group? 
_ A. African-American 
 B. Hispanic 
_ C. Native American 
 D. White (non-Hispanic) 
_ E. Other 
5. How long have you taught school? 
_ number of years 
6. How long have you taught in this school? 
_ number of years 
7. What grade level are you now teaching? 
A. 1st grade 
B. 2nd grade 
C. 3rd grade 
D. 4th grade 
E. 5th grade 
F. 6th grade 
G. Other 
How much formal preparation do you have? 
A. Bachelor's Degree 
B. Some graduate work 
Master's Degree 
but less than a 
C. Master's degree 
D. More than a Master 
a Doctorate 
's degree but not 
E. Doctorate 
9. How did you feel about your assignment to this 
school before coming here? (check your answer) 
_ A, Very happy about the assignment 
 B. somewhat happy about the assignment 
_ C. No feeling one way or the other 
 D. Somewhat happy about the assignment 
_ E. Very happy about the assignment 
10. How much do you enjoy teaching in this school? 
_ A. Very much 
 B. Much 
_ C. Average 
D. Little 
E. Not at all 
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11. In your judgement, what is the general reputation 
of this school among parents and teachers outside 
the school? 
_ A. Among the best 
 B. Better than average 
_ C. About average 
 D. Below average 
_ E. A poor school 
PART II; QUESTIONS PERTAINING TO STUDY VARIABLES 
12. If you had to choose a single one, which of the 
following sources of information do you think best 
predicts a pupil's success or failure? 
_ A. Teacher recommendations 
_ B. Group or individual intelligence 
or scholastic aptitude 
_ C. Absences 
 D. Behavior 
_ E. Attitudes 
 F. Other 
13. In general, how are students in the same grade 
level assigned to different classes? 
_ A. Homogeneous grouping according to 
ability in all subjects and language 
dominance 
_ B. Homogeneous grouping by ability in 
some subjects and language dominance 
_ C. Heterogeneous grouping according to 
ability and language dominance 
_ D. Random grouping 
 E. No intentional grouping 
F. Other (Please indicate: 
) 
14. What percent of the students in this class do you 
expect to complete high school? 
_ A. 90% or more 
 B. 70% to 89% 
C. 50% to 69% 
_ D. 30% to 49% 
E. Less than 30% 
148 
15. How many students in your class do you expect to 
attend college? 
_ out of _ 
16. What percent of the students in this class do you 
expect to complete college? 
_ out of _ 
17. How often do you stress to your students the 
necessity of a high school education for a good 
job or a comfortable life? 
_ A. Very often 
 B. Often 
_ C. Sometimes 
 D. Seldom 
_ E. Never 
18. Do you encourage your students who do not have 
sufficient economic resources to aspire to go to 
college? 
_ A. Always 
 B. Usually 
_ C. Sometimes 
 D. Seldom 
_ E. Never 
19. If you think a student is not able to do some 
school work, do you try to push and help him or 
her? 
_ A. Strongly agree 
 B. Agree 
_ C. Not sure 
_ D. Disagree 
 E. Strongly disagree 
20. Are you generally careful not to push students 
to a level of frustration? 
_ A. Strongly agree 
 B. Agree 
_ C. Not sure 
 D. Disagree 
E. Strongly disagree 
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21. What did you do the third year of teaching that 
you did not do the first or second year to 
insure positive classroom discipline by the 
children? Please explain. (Use back of paper 
if more space is needed.) 
22. Should new teachers expect to have more discipline 
problems than more experienced teachers? Why or 
why not? 
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23. What advice or recommendations would you as an 
experienced teacher give to new teachers? 
About class control? 
24. How much did your principal help you gain discipline 
in your classroom during the first/second year? 
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25. From your personal observations, do you believe 
discipline problems are different in bilingual 
classes compared to regular classes? 
26. From your personal observations, do you believe that 
being bilingual has helped you establish a learning¬ 
teaching experience in your classroom? How? 
(Please explain.) 
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27. From your personal observations, do you believe 
that being bicultural has helped you establish a 
learning-teaching ambience in your classroom? 
How? (Please explain.) 
28. Are you aware of any differences in classroom 
discipline between yours and monolingual classrooms? 
(Please explain.) 
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CUESTIONARIO PARA MAESTROS 
El proposito de este cuestionario es para determinar 
los factores que podrian influenciar en las necesidades 
de los maestros nuevos en el sal6n de clase bilingiie y 
situaciones de mala disciplina que podrian empezar debido 
a su poca experiencia. 
Como un maestro que tiene actualmente por lo menos 
tres anos de experiencia ensenando en el salon de case 
bilingiie usted ha sido escogido para participar en este 
estudio. Toda la informacion provista por usted sera 
estrictamente confidencial y sera reportada solamente en 
la informacion totalizada. De ninguna forma la data lo 
podra identificar a usted. Usted tiene el derecho a 
retirar en cualquier momento su participacion en este 
estudio. 
Los resultados de esta investigacion podrian ayudar 
a desarrollar etapa por etapa el proceso de manejo y 
control de grupo para maestros en su primer ano de 
experiencia en el salon de clase, a nivel elemental 
bilingiie. Los maestros en sus primeros anos de ensenanza 
podrian encontrarse con muchos obstaculos para lograr 
una disciplina positiva en el salon de clase. Y tal vez 
siguiendo su estilo y sus experiencias en el manejo del 
salon podrian alcanzar mas rapidamente el manejo y control 
de sus propios grupos. 
Gracias por su gentileza en participar y por hacer 
posible esta investigacion de disertacion. 
PARTE I: INFORMACION DEMOGRAFICA 
1. Nombre: _ (opcional) 
2. Por favor escriba el nombre de su escuela: 
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3. Sexo: 
_ A. Femenino 
B. Masculino 
4. cCual es su raza o grupo etnico? 
A. Africano-Americano 
B. Hispano 
C. Americano Nativo 
D. Blanco (no Hispano) 
E. Otro 
5. cCuanto tiempo lleva usted ensenando? 
numero de anos 
6. iCuanto tiempo en esta escuela? 
numero de anos 
7. iQue grado esta usted ensenando actualmente? 
_ primer grado 
 segundo grado 
_ tercer grado 
_ cuarto grado 
 quinto grado 
_ sexto grado 
otro 
8. c Cual es su preparacion formal? (universitaria) 
A. Bachillerato 
B. Estudios post graduados, pero que no 
ha completado Maestria 
C. Maestria 
D. Creditos mas alia de la Maestria, pero 
que no ha completado el Doctorado 
E. Doctorado 
9. cComo usted se sintio cuando fue asignado a 
esta escuela? 
_ A. Muy contento de haber sido asignado 
 B. Un poco contento de haber sido asignado 
_ C. Ninguna reaccion 
 D. Un poco descontento de haber sido 
asignado 
_ E. Muy descontento de haber sido asignado 
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10. dDisfruta usted estar ensenando en esta escuela? 
A. Demasiado 
_ B. Mucho 
 C. Regular 
_ D. Un poco 
 E. No del todo 
11. En su juicio, icual es la reputacion general de 
esta escuela de acuerdo a los padres y maestros 
fuera de ella? 
_ A. Es la mejor 
 B. Mejor que el promedio 
_ C. Regular 
 D. Menos de regular 
_ E. La peor 
PARTE II: PREGUNTAS SOBRE VARIABLES EN EL ESTUDIO 
12. Si usted tuviera que escoger antre uno de 
los siguientes recursos de informacion, icual 
piensa usted que predice mejor el exito o 
fracaso de los estudiantes? 
_ A. Recomendaciones del maestro 
 B. La inteligencia individual o aptitud 
escolar 
_ C. Ausencias 
 D. Disciplina 
_ E. Actitudes 
 F. Otra 
13. En general, dcomo son asignados los estudiantes 
en el mismo nivel en las diferentes clases? 
_ A. Grupos homogeneos de acuerdo a la 
habilidad en todas las areas de 
contenido y dominio del lenguaje 
_ B. Grupos homogeneos de acuerdo a la 
habilidad en algunas areas de 
contenido y dominio del lenguaje 
_ C. Grupos heterogeneos de acuerdo a su 
habilidad y dominio del lenguaje 
_ D. Grupos al azar 
_ E. No hay grupos intensionales 
F. Otro (Indique: 
) 
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14. 6Que porcentaje de esta clase espera listed que 
complete la escuela superior? 
_ A. 90% o mas 
B. 70% a 89% 
_ C. 50% a 69% 
 D. 30% a 49% 
E. Menos del 30% 
15. £Cuantos estudiantes en su clase espera usted que 
asistan a la universidad? 
cuanto de cuantos 
16. £Que porciento de estudiantes en esta clase, 
espera usted que complete estudios universitarios? 
cuanto de cuantos 
17. cCon cuanta regularidad le hace ver a los 
estudiantes la necesidad de una preparacion mas 
alia de la escuela superior para conseguir un buen 
trabajo o una vida confortable? 
_ A. Muy frecuentemente 
 B. Frecuentemente 
_ C. Algunas veces 
 D. Pocas veces 
E. Nunca 
18. £Motiva usted a los estudiantes que no tienen 
suficientes recursos enconomicas a que aspiren 
a ir a la universidad? 
_ A. Siempre 
 B. Comunmente 
_ C. Algunas veces 
_ D. Pocas veces 
E. Nunca 
19. Si usted piensa que un estudiante no puede hacer 
algun trabajo escolar, £Trata usted de motivarlo 
y ayudarlo? 
_ A. Fuertemente de acuerdo 
 B. De acuerdo 
_ C. No estoy seguro/a 
 D. Desacuerdo 
E. Fuertemente en desacuerdo 
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20. Generalmente, itiene usted cuidado de no llevar 
los estudiantes a un nivel de frustracion? 
_ A. Fuertemente de acuerdo 
 B. De acuerdo 
_ C. No estoy seguro/a 
 D. Desacuerdo 
_ F. Fuertemente en desacuerdo 
21. £Que hizo usted el tercer ano de ensenanza que no 
hizo usted en el primer ano y segundo ano para 
asegurar disciplina positiva por los estudiantes 
en el salon de clase? Por favor explique. 
(Use la parte de atras del papel si necesita 
mas espacio.) 
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22. dDeben los maestros nuevos (en su primer ano de 
ensenanza) esperar tener mas problemas de 
disciplina que los maestros de mas experiencia? 
dPor que? 0 £Por que no? 
23. £Que consejos o recomendaciones puede usted como 
un maestro con experiencia ofrecer a los maestros 
nuevos sobre control de la clase o del grupo? 
159 
24. dComo le ayudo el principal a mejorar la disciplina 
en el salon de clase durante su primer/segundo 
ano de ensenanza? 
25. De acuerdo a sus experiencias, lcree usted que los 
problemas de disciplina son diferentes en las clases 
bilingues comparado con las clases regulares? 
160 
26. De acuerdo a sus observaciones personales, icree 
usted que el haber sido bilingue le ha ayudado 
a establecer un ambiente de ensenanza- 
aprendizaje en su salon de clase? dComo? 
(Por favor explique.) 
27. De acuerdo a sus observaciones personales icree usted 
que el haber sido bi-cultural le ha ayudado a 
establecer un ambiente de ensenanza-aprendizaje 
en su salon de clase? 
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<£Tiene usted conocimiento de que exista alguna 
diferencia entre la disciplina de su salon de clase 
y el salon de clase monolingue? (Por favor 
explique.) 
28. 
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INSTITUTE FOR PUERTO RICAN POLICY Inc. 286 Fifth Avenue, 3rd Floor NewYork, NY 10001-4512 (212)564-1075 Fax:(212)564-1014 E-Mail: ipr@ipmetorg 
The Status of 
Puerto Rican Children in the U.S. 
MEDIAN FAMILY INCOME 
PUERTO RICAN CHILDREN 1989 
■ 27,800 to 36,500 (17) 
M 19,100 to 27,800 (20) 
□ 10,400 to 19,100 (13) 
This IPR Datanote presents statistics (see page 2) from the 1990 Census on the status of Puerto Ricans under the 
age of 18 in the fifty states of the United States (excluding Puerto Rico). These data are from the five-percent 
Public-Use Microdata Sample (PUMS) and, as such, are subject to sampling error. 
This IPR Datanote is based on the report by the Annie E. Casey Foundation, KIDS COUNT: Data on Aslan, Native 
American, and Hispanic Children — Findings from the 1990 Census (Baltimore, 1995). That publication presents 
more variables than found in this IPR Datanote, as well as information on other racial-ethnic groups. The Latino 
subgroups in that report, besides Puerto Ricans, are Mexicans, Cubans, Central Americans, South Americans and 
Dominicans. Copies of this report are available from: Michelle Wiliiams, Administrative Assistant, The Annie E. Casey 
Foundation, 701 St. Paul Street, Baltimore, MD 21202, Tel. 410-547-6600, Fax: 410-547-6624. 
States with Largest Number 
»f Puerto Rican Children 
Hiahest Median Family 
Incomes of PR Children 
Highest Dropout Rates 
for Puerto Rican Children 
New York 337,600 Maryland $36,500 Rhode Island 38% 
New Jersey 109,200 Missouri 34,500 Delaware 31 
Massachusetts (§; 
Florida 76,600 Arkansas 33,600 
New Hampshire 29 
Massachusetts (66,300^ Indiana 32,000 Pennsylvania 27 
Pennsylvania 59,600 | Hawaii 30,500 Idaho 27 
Highest Rate of Single-Parent 
Families for PR Children 
Highest Poverty Rates 
of Puerto Rican Children 
Highest Welfare Rates 
Among Puerto Rican Children 
Highest Rates of I 
Not Speaking En 
*R Children 
glish Well 
Rhode Island 77% Wyoming 61% Massachusetts (55%) North Dakota 36% 
Massachusetts 
“~£°7 
Wyoming 70 Massachusetts (59 } Rhode Island 51 Pennsylvania 7 
New Jersey 7 
Massachusetts (T64) Pennsylvania 57 Wyoming 50 Illinois 7 
Montana 63 Rhode Island 57 Pennsylvania 47 Delaware 7 
7 
New York 57 New York 48 Connecticut 43 Alabama 7 
see Main Table on reverse ... 
ipr djohnote 
page 2 
Puerto Rican Children in the United States: 1990 
Nummx 
oeCt&onm 
MooFw Lwmom 
POVWTTY 
Home pun Rkpum 
PlMUC AM«TANCf 
Boon m Pucmo Rco/ 
Ounce US 
DoNotS*cm( 
EmlwWbl 
Hum School 
Dnoeoun 
LmnSnolt 
mmmtFmmjes 
United States 932,700 $18,800 42% 35% 19% 6% 20% 50% 
Alabama 1,100 29,500 17 6 21 7 0 22 
Alaska 1,100 33,600 5 0 11 0 20 5 
Arizona 3,000 26,500 24 8 5 1 21 27 
Arkansas 1,100 33,600 5 0 11 0 20 5 
California 43,000 28,000 24 23 11 3 13 35 
Colorado 2,900 29,000 20 11 13 2 9 25 
Connecticut 57,700 15,500 48 43 20 6 11 26 
Delaware 3,100 24,700 27 20 20 7 31 43 
Florida 76,600 23,100 26 13 33 6 18 31 
Georgia 5,500 28,400 18 7 28 3 15 19 
Hawaii 9,600 30,500 18 25 4 1 13 27 
Idaho 200 20,100 25 5 9 0 27 30 
Illinois 53,700 20,000 39 34 16 7 19 46 
Indiana 4,400 32,000 23 11 13 2 6 36 
Iowa 300 30,000 0 5 13 0 15 40 
Kansas 1,100 29,700 36 25 14 4 23 35 
Kentucky 1,400 24,000 19 4 22 2 3 20 
Louisiana 2,100 28,100 28 10 23 7 14 33 
Maine 600 18,200 2 18 5 0 5 36 
Maryland 5,900 36,500 12 10 19 4 7 33 
Massachusetts 66,300 11,400 59 55 31 10 30 64 * 
Michigan 7,400 21,000 41 32 14 3 20 48 
Minnesota 900 29,000 26 22 1 0 0 23 
Mississippi 500 14,600 32 9 31 0 0 37 
Missouri 1,300 34,500 16 5 20 4 18 18 
Montana 300 18,900 25 30 5 0 0 63 
Nebraska 200 30,300 0 0 53 0 0 0 
Nevada 1,500 26,500 18 12 7 4 13 22 
New Hampshire 1,800 24,000 35 14 8 6 29 40 
New Jersey 109,200 20,900 38 32 19 7 21 49 
New Mexico 800 22,800 39 16 11 0 13 30 
New York 337,600 15,800 48 42 14 6 21 57 
North Carolina 4,900 21,000 24 14 18 2 3 27 
North Dakota 200 25,000 18 0 0 36 0 7 
Ohio 17,700 17,000 44 37 17 4 19 40 
Oklahoma 1,700 26,000 16 14 16 6 6 25 
Oregon 1,200 24,000 -18 13 5 0 9 23 
Pennsylvania 59,600 11,300 57 47 21 7 27 54 
Rhode Island 5,800 10,400 57 51 33 6 38 77 
South Carolina 2,000 28,500 16 10 24 2 17 16 
South Dakota 200 16,900 43 5 0 0 0 48 
Tennessee 1,500 23,000 24 14 32 4 3 28 
Texas 17,500 27,400 18 7 27 3 9 19 
Utah 900 24,100 29 17 27 6 0 33 
Vermont 200 23,900 20 0 0 0 19 17 
Virginia 7,600 29,600 12 8 19 2 3 23 
Washington 3,400 23,100 25 15 15 1 8 29 
West Virginia 200 17,500 21 24 0 0 0 40 
Wisconsin 7.900 18,000 39 40 15 6 8 42 
Wyoming 300 14,400 61 50 0 0 0 70 
Institute 
for Puerto Wean Policy 
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Latinos in Massachusetts 
The following charts correspond directly to those on the 
previous pages and offer a quick reference to the popula¬ 
tion, age and household status of Latinos in Massachusetts. 
In brief: 
• The total population of Massachusetts increased from 
5,737,037 in 1980 to 6,016,425, with Latinos growing 
in absolute number more than any other racial/ethnic 
group, becoming the largest minority group in the 
Commonwealth. 
• Puerto Ricans and "Other” Latinos were the largest 
Latino subgroups in the state, accounting respectively 
for 2.5% and 1.9% of the total population. (Latinos in 
the "Other” category are from the Dominican Republic, 
Central and South America.) 
• The Latino population, while remaining relatively young, 
became older in general, with the Latino median age 
increasing from 21.2 years in 1980 to 23.7 years in 1990. 
• The median age of both Latino males and females in¬ 
creased between 1980 and 1990, with the median age 
for Latino males increasing from 20.3 years in 1980 to 
23-1 years in 1990, and Latino females’ median age in¬ 
creasing from 22.2 years to 24.3 years. 
■ ■ . Lm 
MoHawal Qi tjjm ter 19*0 «ww> 199» 
1980 1990 
1980-1990 
%d>ang* 
Number % Number % 
Non-Latino— whit* 5,305,963 92.5 5,280,292 87.8 -0.5 
Non-Latino — block 212,608 3 7 274,464 4.6. 29.1 
Non-Latino — Asian 49,501 0.9 143,392 2.4. 189.7 
Latino origin 141,043 2.5 287,549 4.8 103.9 
Mexican 7,385 0.1 12,703 0.2 72.0 
Puerto Rican 76,450 1.3 151,193 2.5 97.8 
Cuban 6,617 0.1 8,106 0.1 22.5 
Other 50,591 0.9 115,547 1.9 128.4 
Total Population 5,737,037 100.0 6,016,425 100.0 4.9 
• This cow** of Non-Loti no Astons indud** Latino* who or* Astons. In 1900, 892 Loti no* (0.6% 
of aU Latinos) identified thoir roc* os Aston in Massachusetts, 
b Th* 1980 total population indudos 27,922 parsons who or* of oth*r roc** and not of Latino 
origm. 
t Th* 1990 total population indudos 30,728 parsons who or* of oth*r roc** and not of Latino 
origin. 
Sourcm: U.S. Bureou of th* C*n*us 1980. Census of Population and Housing: Summory 
Population ond Housing Characteristics: Massachusetts. Washington, D.C U.S. Go**mm*nt 
Printing Offic*. U.S. Bureau of th* C*nsu* 1990. Cansus of Population and Housing, 
Massachusetts. Mossochus*tts Summary Tap* Rl* 1 A. 
' 
ter 19*0 awl 1990 
1980 1990 
1980-1990 Number % Number % 
%dmge 
Under 16 years old 53,503 37.9 97,135 33.8 181.6 
16-24 28,477 20.2 55,042 19.1 193.3 
25-34 24,655 17.5 59,333 20.6 1407 
35-44 14,531 10.3 35,774 12.4 146.2 
45-54 8,809 6.2 19,081 6.6 116.6 
55-64 5,915 4.2 10,731 3.7 81.4 
Over 65 5,153 3.7 10,453 3.6 102.9 
Total 141,043 100.0 287,549 100.0 103.9 
Median og* 21.2 23.7 
Source; U.S. Bureou of th* Census 1980 ond 1990. 
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1980 1990 
1980-1990 Number % Number % 
Sdtange 
Under 16 years old 27,378 40.0 49,663 34.9 81.4 
16-24 13,801 20.2 27,685 19.4 100.6 
25-34 11,610 17.0 29,633 20.8 155.2 
35-44 6,687 9s8 17,460 12.3 161.1 
45-54 4,117 6.0 9,000 6.3 118.6 
55-64 2,660 3.9 4,885 3.4 83.6 
Over 65 2,133 3.) 4,137 2.9 94.0 
Total 68,386 100.0 142,463 100.0 108.3 
Median age 20.3 23.1 
Sowce: U.S. Bureau oi th* Cmvt 1980 ond 1990. 
l8»OMfT99» 
1980 1990 
1980-1990 
Sdtange 
Number % Number % 
Under 16 years old 26,125 36.0 47,472 32.7 817 
16-24 14,676 20.2 27,357 18.9 86.4 
25-34 13,045 18.0 29,700 20.5 127.7 
35-44 7,844 10.8 18,314 12.6 133-5 
45-54 4,692 6.5 10,081 6.9 114.9 
55-64 3,255 4.5 5,846 4.0 79.6 
Over 65 3,020 4.2 6,316 4.4 109.1 
Total 72,657 100.0 145,086 100.0 99.7 
Modian ago 22.2 24.3 
Source; U.S. Bureau of th* C*nsus 1980 and 1990. 
1980 1990 
Number % Number % 1980-1990 Hcfcang* 
Married-couple family with related children 12,648 31.5 20,371 24.9 70.2 
Married-coopI* family, no related children 5,995 14.9 10,201 12.5 222.9 
Male householder, no wife present, with or without related children 1,600 4.0 5,166 6.3 145.0 
Female householder, no husband present, with related children 9,449 23.6 23,150 28.4 115.9 
Female householder, no husband present, no related children 1,725 4.3 3,725 4.6 53.4 
Householder living alone* 8,689 21.7 13,330 16.3 53.4 
Householder not living alone 5,706 7.0 
Total 40,106 100.0 81,649 100.0 103.6 
Sourr*: U.S. Bureou of th* Census I960 ond 1990. 
• In 1980, this category indud** non-fomily household** (living oion* or not) 
The Mauricio Gaston Institute, The University of Massachusetts at Boston, 100 Morrissey Boulevard, Boston, MA 02125 • (617) 287-5790 
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Holyoke: Composition of 
Male Latino Population by Ago for 1980 amj1990 
1980 1990 
1980-1990 
% change 
Number % Number % 
Under 16 years old 1,534 52.4 3,222 50.1 110.0 
16-24 548 18.7 1,068 16.6 94.9 
25-34 364 12.4 923 14.4 153.6 
35-44 227 7.8 598 9.3 163.4 
45-54 120 4.1 333 5.2 177.5 
55-64 79 2.7 157 2.4 98.7 
Over 65 54 1.8 130 2.0 140.7 
Total 2,926 100.0 6,431 100.0 119.8 
Median age 15.2 16.0 
Scum: U.S. Bureau of the Census 1980 and 1990. 
t iiw»l 
a&gfc, a,. -. 
|X99fikJ?| 
1980 1990 
1980-1990 
%change Number % Number % 
Under 16 years old 1/485 45.8 3,019 42.3 103.3 
16-24 646 19.9 1,319 18.5 104.2 
25-34 463 14.3 1,288 18.0 178.2 
35-44 325 10.0 749 10.5 130.5 
45-54 135 4.2 413 5.8 205.9 
55-64 97 3.0 179 2.5 84.5 
Over 65 88 2 J 175 2.5 98.9 
Total 3,239 100.0 7,142 100.0 120.5 
Median age 17.6 20.0 
Source U.S. Bureau of the Census 1980 and 1990. 
The median age of both Latino males 
and females increased in Holyoke, 
although females continued to be 
relatively older than Latino males. 
Median age for Latino males in¬ 
creased from 15 2 years in 1980 to 16 
years in 1990, and for Latino females 
it increased from 17.6 years to 20 
years. 
Between 1980 and 1990, the compo¬ 
sition of the Latino population by 
household type changed substan¬ 
tially. Among the most evident 
changes were declines in the share of 
married-couple households with and 
without related children and in¬ 
creases in the share of householders 
living alone or with other unrelated 
individuals. The share of male¬ 
headed households remained virtu¬ 
ally unchanged, as did the share of 
female-headed households without 
related children. The share of female- 
headed households with related chil¬ 
dren increased substantially in 
Holyoke between 1980 and 1990. 
1980 
Number % 
1990 
Number H 1980-1990 Schange 
Married-couple family 
with related children 
527 33.1 764 20.6 45.0 
Married-couple family, 
no related children 
135 8.5 207 5.6 53.3 
Male householder, 
no wife present, with or 
without related children 
87 5.5 196 5.3 125.3 
Female householder, 
no husband present, 
with related children 
580 36.4 1,792 48.3 209.0 
Female householder, 
no husband present, 
no related children 
62 3.9 153 4.1 146.8 
Householder living alone 175 11.0 508 13.7 190.3 
Householder not living alone 27 1.7 91 2.5 237.0 
Total 1,593 100.0 3,711 100.0 133.0 
Sovrc*: U.S. Boroou of fKa Cantus 1980 and 1990. 
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Latinos in Holyoke 
Part of a Series of Profiles of Latinos in Massachusetts Completed with Support from the Boston Foundation. 
The Mauricio Gaston Institute for Latino Community Development and Public Policy 
rhe Mauricio Gaston Institute for Latino Community Development and Public Policy was established at the 
University of Massachusetts at Boston in December of 1989. The creation of the Gast6n Institute responds 
to the need for better understanding of the experience and conditions of life of Latinos in the Commonwealth! 
Its purpose is to conduct research about the Latino population in Massachusetts and to develop the kind of infor¬ 
mation and analysis necessary for the development of sound public policy and for the effective participation of 
the Latino population in public policy development in the Commonwealth. In an effort to facilitate access to 
vital information about Latinos to various audiences, and with support from the Boston Foundation, the Gaston 
Institute has produced a series of basic demographic profiles for selected cities in the Commonwealth based on 
the 1990 United States Census. These profiles are but one part of the Gaston Institute’s broader initiative to 
disseminate the 1990 United States Census and to address other relevant aspects of the social and economic 
situation of Latinos in the Commonwealth. 
General population changes in the city 
of Holyoke partially reflected state¬ 
wide trends, with increases in the 
black. Latino and Asian populations, 
and Latinos growing in absolute num¬ 
ber more than any other racial/ethnic 
group. Between 1980 and 1990 the 
total population of Holyoke decreased 
by 2 .2%, and its composition changed 
substantially. The total Latino popula¬ 
tion of Holyoke grew from 6,165 in 
1980 to 13,573 in 1990, for an intcr- 
censal increase of 120.2%. As of 1990, 
Holyoke had the fifth largest absolute 
number of Latinos in Massachusetts, 
and its Latino population as a propor¬ 
tion of the total population of the city 
ranked third in the Commonwealth. 
(For more information on Latinos 
in Massachusetts see the back page) 
The number of non-Latino whites 
decreased by 23.3% between 1980 
and 1990, and the number of non- 
Latino blacks and Asians increased by 
14.4% and 189.4% respectively. 
bjf Race*amiEHanScitv for 1980and 1990 ..3 
1980 1990 
1980-1990 
%change 
Number of 
persons 
% of total 
population 
Number of 
persons 
% of total 
population 
Non-Latino population* 38,513 86.2 30,131 68.9 -21.8 
White 37,184 83.2 28,519 65.3 -23.3 
Black 1,001 2.2 1,145 2.6 14.4 
Asian* * 123 0.3 356 0.8 189.4 
Other 205 0.5 111 0.3 -45.9 
Latino population 6,165 13.8 13,573 31.1 120.2 
Total 44,678 100.0 43,704 100.0 -2.2 
•Mutually exclusive categories 
• ‘This count of Non-Latino Asians includes Latinos who are Asians. 
Sourcm: U.S. Bureau of theCensus 1980. Census of Population and Housing: Summary Population and Housing 
Characteristics: Massachusetts. Washington, D.C U.S. Government Printing Office. U.S. Bureau of the Census 
1990. Census of Population and Housing, Massachusetts. Massachusetts Summary Tape File 1 A. 
'Latino will be used throughout to refer to a person living in the United States of Puerto Rican, 
Cuban, Dominican, or Mexican ancestry as well as other Spanish-speaking people from Central 
or South American countries. 
The Mauricio Gaston Institute, The University of Massachusetts at Boston, 100 Morrissey Boulevard, Boston, MA 02125 * (617) 287-5790^ 
01992 The Maurtcto Gutdn Institute 
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Puerto Ricans were by far the largest 
Latino group in Holyoke, accounting 
f3r 93 -5% of the total Latino popula¬ 
tion. Mexicans, Cubans, and in partic¬ 
ular “Other” Latinos accounted for 
the remaining 6.5% of the total La¬ 
tino population. Latinos making up 
this “Other” category are from the 
Dominican Republic, Central and 
South America.1 
Hotyoktt Composition of Latiao Population 
by Notional Origin for 1980 and 1990 V 
v 4*. * 
1980 1990 
1980-1990 Numbor % Numbor % % dtango 
Maxican 48 0.8 84 0.6 75.0 
Puorto Rican 5,764 93.5 12,687 93.5 120.1 
Cuban 14 0.2 60 0.4 328.6 
OtW 339 5.5 742 5.5 118.9 
Total 6,165 100.0 13,573 100.0 120.2 
5oanc*r U.S. Suraou of tha Camus 1980 and 1990. 
1980 1990 
1980-1990 
% dtango Nu*£or % % 
Unbar 16 yoars old 3,019 49.0 6,241 46.0 106.7 
16-24 1,194 19.4 2,387 17.6 99.9 
25-34 827 13.4 2^211 16.3 167.4 
35-44 552 9.0 1,347 9.9 144.0 
45-54 255 4.1 746 5.5 192.5 
55-64 176 2.9 336 2J 90.9 
Ovor65 142 2.3 305 2.2 114.8 
Total 6,165 100.0 13,573 100.0 120.2 
Modkmogo 16.4 18.0 
Scunm U.S. Bureau of Hm Camus 1980 and 1990. 
The Latino population in the city of 
Holyoke, while remaining very young 
in relative terms, became a little older 
in general. Latino median age in¬ 
creased from 16.4 years in 1980 to 18 
years in 1990. While the number of 
Latinos 24 years of age or younger 
represented 68.4% of the total Latino 
population in 1980, they represented 
63-6% in 1990. Conversely, for the 
same period, the share of Latinos 
between 25 and 54 years of age in¬ 
creased from 26.5% to 31.7%. How¬ 
ever, the share of Latinos 5 5 years of 
age and older decreased from 5 2% 
to 4.7%. 
60% 
Jlt is not possible to disaggregate the "Other” 
Latino category so as to differentiate the share 
of those individuals from the Dominican 
Republic. South and Central American coun¬ 
tries. Still unpublished 1990 U.S. Census data 
by nativity would further permit some degree 
of differentiation. 
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Latinos in Holyoke 
Poverty, Income, Education, Employment, and Housing 
Part two of a series of profiles of Latinos in Massachusetts completed with support from The Boston Foundation The Mauricio Gast6n Institute for Latino Community Development and Public Policy was established at the Univer¬ 
sity of Massachusetts Boston in December of 1989. The creation of the Gastdn Institute responds to the need for better 
understanding of the experience and conditions of life of Latinos in the Commonwealth. Its purpose is to conduct research 
about the Latino population in Massachusetts and to develop the kind of information and analysis necessary for the develop¬ 
ment of sound public policy and for the effective participation of the Latino population in public policy development in the 
Commonwealth. In an effort to facilitate the access to vital information about Latinos to various audiences, and with support 
from the Boston Foundation, the Gastdn Institute has produced a series of basic demographic profiles for selected cities in 
die Commonwealth based on the 1990 U.S. Census of Population and Housing (Massachusetts Summary Tape File 3A, 
produced by the U.S. Bureau of the Census). These profiles are but one part of a broader initiative to disseminate the 1990 
U.S. Census and to address other relevant aspects of the social and economic situation of Latinos in the Commonwealth. 
Latinos had the largest proportion of 
persons with income below the poverty 
level, 59.1%. The poverty rate for Lati¬ 
nos is more than four times that of 
whites (13.7%) and higher than the rate 
for blades (42.8%) and Asians (15.8%). 
Of those Latinos under the age of 18, 
67.6% had income below the poverty 
level. In particular, the rate of poverty 
was greatest among those Latino chil¬ 
dren under 11 years of age. 
90.0% 
80.0% 
70.0% 
60.0% 
50.0% 
40.0% 
30.0% 
20.0% 
10.0% 
0.0% 
80.8% 
Latino* White Black Asian 
■ All persons DID Under 18 O Single female 
householders 
Universe: Persons for whom poverty status is determined and families headed by single females 
“Latino may be of any race 
'. Holvofce: Povertv SfatusbvAqe anttftecs>ahcf Ethnicto fir 1989“ ’.S; 1 - I 
Persons Below Poverty Latino* 
Poverty 
Rate Total** 
Poverty 
Rate White 
Poverty 
Rate Black 
Poverty 
Rate Asian 
Poverty 
Rate 
Total below poverty level 7,729 59.1% 10,880 25.7% 4,200 13.7% 620 42.8% 79 15.8% 
Under 5 years 1,601 70.7% 1,995 49.6% 593 29.1% 141 65.0% 35 43.2% 
5 years 316 80.8% 349 48.1% 75 19.9% 53 71.6% 0 - 
6 to 11 years 1,365 70.3% 1,725 43.1% 554 23.9% 100 62.9% 12 13.0% 
12 to 17 years 1,076 58.3% 1,334 36.7% 313 15.8% 122 55.7% 4 6.3% 
18 to 64 years 3,286 51.6% 4,579 19.3% 1,860 10.4% 195 27.0% 25 10.5% 
65 to 74 years 67 35.1% 342 9.7% 276 8.3% 0 - 3 18.8% 
75 years and over 13 27.3% 556 19.9% 529 19.5% 9 100.0% 0 
Total 13,068 42,393 30,704 1,447 500 
Universe: Persons for whom poverty is determined 
latino may be of any race 
“Total includes Native Americans and Other Races 
Tho Mauricio G.islon Institute lor Ldtino Community Development .ind Public Policy. Umversily of Massachusetts. 100 Morrissey Boulevard. Boslon. MA 02125 
01994 The Mauricio Gaston Institute 
I * Holvofor Poverty Status by Famfly TVp*. by RacaandEthnkdty.wim Presence «nd Age of Childrerr.iiT iSSg-v. \ 
FamiBea Latino* 
Poverty 
rat* Total** 
Poverty 
rate White 
Poverty 
rate Black 
Poverty 
rate sian 
Poverty 
rate 
Income below poverty level 1,891 61.1% 2,494 22.9% 904 11.2% 134 36.4% 12 15.4% 
Married-couple family: 398 35.3% 544 7.9% 238 4.1% 0 - 3 4.8% 
With related children under 18 years 335 35.5% 414 13.0% 156 6.7% 0 - 3 5.4% 
No related children under 18 years 63 34.4% 130 3.5% 82 2.3% 0 - 0 - 
Male householder, no wife present: 66 33.5% 85 15.8% 23 6.3% 0 - 0 - 
With related children under 18 years 37 25.0% 49 16.8% 12 7.8% 0 - 0 - 
No related children under 18 years 29 59.2% 36 14.5% 11 5.2% 0 - 0 - 
Female householder, no husband present: 1,427 80.6% 1,865 53.9% 643 34.8% 134 53.8% 9 60.0% 
With related children under 18 years 1,398 84.1% 1,806 68.9% 597 52.8% 134 60.6% 9 100.0% 
No related children under 18 years 29 26.9% 59 7.1% 46 6.4% 0 - 0 - 
Total FamOes 3,094 10.888 8.076 368 78 
Universe: Families 
‘Latino may ba of any raca 
“Total includes Native Amaricana and Other Raeaa 
Among Latino families, 61.1% had in¬ 
come below the poverty level in 1989, 
more than five times that of white fami¬ 
lies (11.2%). Black and Asian families 
also had a high rate of income below 
the poverty level, 36.4% and 15.4% re¬ 
spectively. However, in all race and eth¬ 
nicity groups, the majority of those 
families with income below die pov¬ 
erty level were single female house¬ 
holders. For Latino families, 80.6% of 
single female households had income 
below the poverty level. 
$14,000 
$12,000 
$10,000 
$8,000 
$6,000 
$4,000 
$2,000 
$0 
$13,530 
Latino* White Black Asian 
Universe: Persons 
“Latino may ba of any raca 
Household Income Latino * Total** White Black Asian 
Less than $5,000 532 1,104 711 34 0 
$5,000 to $9,999 1,263 3,106 1,952 174 9 
$10,000 to $14,999 588 1.687 1,161 51 3 
$15,000 to $24,999 434 2,401 1,974 82 15 
$25,000 to $34,999 292 2,093 1,753 74 26 
$35,000 to $49,999 329 2,600 2,305 67 14 
$50,000 to $74,999 101 1.994 1,894 27 8 
$75,000 to $99,999 0 541 536 0 5 
$100,000 and more 0 345 345 0 0 
Total 3,539 15.871 12,631 509 80 
Jniverse: Households 
Median household income in Holyoke: $22,858 
"Latino may be of any raca 
“Total includes Native Americans and Other Races 
* 
While the Massachusetts median house¬ 
hold income in 1989 was 536,952, the 
median income for Holyoke was 
$22,858. In 1989, the per capita income 
of Latinos in Holyoke was $4,131 lower 
than any other race or ethnic group. 
Blacks and Asians had a slightly higher 
per capita income, $6,709 and $5,384 
respectively. Whites had the highest per 
capita income, $13,530. 
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In 1990,-60.0% of the Latinos in the city 
of Holyoke had not received a high 
school diploma. This proportion was 
higher than any other race or ethnic 
group. At higher levels of education, 
11.9% of Latinos attended some college 
or received an associates degree. How¬ 
ever, only 4.3% received a bachelor’s 
or a professional or graduate degree. 
Overall, the educational attainment of 
the Latino population lagged the other 
race or ethnic groups. 
1 Holyoke: Educational Attainment hv Race and Ethnicity irM99fr 
Educational Attainment Latino* Total** White Black Asian 
Less than 9th grade 1,624 3,935 2,461 141 69 
9th to 12th grade, no diploma 1,282 4,575 3,414 146 21 
High school graduate 1.155 8,418 7,462 124 18 
Soma college, no degree 453 3,778 3,319 126 35 
Associate degree 122 1,845 1,681 71 16 
Bachelor's degree 83 2,623 2.513 26 21 
Graduate or professional 125 1,419 1,261 IS 23 
Total 4.844 26,593 22.111 649 203 
800% 
«4J% 
Latino* White Black Asian 
1 Less than iHgh school IQ Sort* col 1 ege □ Bachel or ’ s 
12th gr ade gr aduat e and associate 
degree 
degree or 
hi gher 
Universe: Parson* 25 year* old and over 
latino may be of any raca 
“Total includes Native Americana and Othar Races 
Persons Latino* Total** White Asian 
Male 3.201 14,357 11,506 318 161 
Employed 1,417 8,608 7,346 181 75 
Unemployed 410 1,007 645 51 28 
Armed forces 0 37 37 0 0 
Not in labor force 1,374 4,705 3,478 86 58 
Participation Rate 57.1% 67.0% 69.5% 73.0% 64.0% 
Unemployment Rate 22.4% 10.4% 8.0% 22.0% 27.2% 
Female 4,072 18,060 14,362 558 107 
Employed 857 7,838 6,867 286 53 
Unemployed 435 837 488 11 0 
Armed forces 0 0 , 0 0 0 
Not in labor force 2,780 9,385 7,007 261 54 
Participation Rate 31.7% 48.0% 51.2% 53.2% 49.5% 
Unemployment Rate 33.7% 9.6% 6.6% 3.7% - 
Total 7,273 32.417 25.868 876 268 
Employed 2,274 16,446 14,213 467 128 
Unemployed 845 1,844 1,133 62 28 
Armed forces 0 37 37 0 0 
Not in labor force 4,154 14,090 10,485 347 112 
Participation Rate 42.9% 56.4% 59.3% 60.4% 58.2% 
Unemployment Rate 27.1% 10.1% 7.4% 11.7% 17.9% 
Unrverse: Person* 10 year* and over 
latino may be of any race 
“Total include* Native Americana and OOier Race* 
In 1990, Latinos constituted 17.1% of 
the Holyoke labor force (employed phis 
unemployed). Of the 3,119 Latinos in the 
labor force, 1,292 were females and 
1,827 were males. The labor force par¬ 
ticipation rate for Latino men in 1990 
was 57.1%, lower than any other group. 
Their unemployment rate was 22.4%; 
this proportion is higher than white men, 
8.0%, black men, 22.0%, but lower than 
Asian men, 27.2%. Latinas, on the other 
hand, had the lowest participation rate, 
31.7%, and the highest unemployment 
rate, 33.7%. 
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In. 1989, only 5.2% of Latino owner- 
occupied households were homeowners, 
compared to 50.3% of white, 3.1% of 
black, and 59.4% of Asian homeowners. 
The majority of Latino households, 
94.8%, rented their dwelling. This was 
higher than the rate for Latinos in Mas¬ 
sachusetts where 82.6% of Latino 
households are renters. 
Latino White Black Asian 
Universe: Occupied housing 
*tn this table, the racial group* do not indude Latino* 
Hohrol^Mc tsbyRacean 
Mortgage Payments Latino* Total** White Back Asian 
Less than $300 0 83 83 0 0 
$300 to $499 6 604 588 5 7 
$500 to $999 79 1,237 1,197 0 0 
$1,000 or more 5 727 703 6 13 
Not mortgaged: 15 2,042 2,042 0 0 
Total 105 4.693 4,611 11 20 
tJnwoin: Specified ownof-otrcupwi housing uniti inciuds onty ono funHyhomoi, on fovMfttnn lOacrat, 
without a business of medical office on properly 
"Latino may be of any race 
“Total includes Native Americans and Other Racas 
Of those with a mortgage, 50% or more 
of all the groups,except whites, had a 
mortgage of over $500; only 41.2% of 
whites had a mortgage over $500. 
Of those renter-occupied housing units, 
67.6% of the Latino population paid less 
than $500 monthly compared to 63.4% 
of whites, and 43.4% of blacks. In 1989, 
32.4% of Latinos paid a monthly rent 
of over $500, while 35.5% of whites, 
56.6% of blacks, and 100% of Asians 
paid over $500. 
fjSiit Hblyoker/tanountof Grow Rent by> face andEthnicity for 198# 
Gross Rent per Month Latino Total* White Back Asian 
Less than $300 1,148 2,651 1,718 92 0 
$300 to $499 1,151 3,461 2,460 92 0 
$500 to $999 1,080 3,333 2,298 240 38 
$1,000 or more 22 62 40 0 0 
No cash rent 0 77 77 0 0 
Total 3,401 9.584 6.593 424 38 
Universe: Specified renter-occupied housing 
Total includes Native Americans and Other Races 
For additional copies of these profiles, contact the Gaston Institute at (617) 2S7-S790 
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• LOCAL 
Dropout numbers 
alarm Springfield 
By MARY ELLEN O'SHEA 
Staff writer 
SPRINGFIELD — The city’s 
status as the high school dropout 
capital of the state has prompted 
officials to revive a task force 
charged with keeping students in 
school. 
But officials elsewhere in the 
region said they are pleased with 
the numbers released by the state 
for the school year ending last 
June, especially since most have 
dropped from the previous aca¬ 
demic year. 
.Springfield School Committee 
member Robert E. McCollum said 
he is upset by a report showing 
Springfield lost a higher percent- Xof students than any commu- 
in the state. 
. “I’m troubled by this. We're sit¬ 
ting on a bubble that is bursting 
new,” he said. 
Last year, Springfield’s one- 
year high school dropout rate, ad¬ 
justed to account for those who re¬ 
turned to school this fall, was 12.6 
percent, or 702 students. It is high¬ 
est in the state and nearly triple 
the statewide average of 3.6 per¬ 
cent 
McCollum will call for a meet¬ 
ing of the Dropout Prevention 
T$sk Force that has been inactive 
fdr more than a year, following 
completion of recommendations 
tljat were adopted as policy by the 
School Committee. 
Elsewhere in the area, school 
oificials said they will continue 
working to keep students in 
sdhool, regardless of how low the 
dropout rate is. 
l“Our rate is low but we are con¬ 
tinuing to address the problem 
w}th development of programs to 
reduce the number of students 
who drop out each year.” said 
Chicopee Superintendent Barbara 
A. Cove. 
In Chicopee, the adjusted drop¬ 
out rate last year was 3.9 percent, 
a drop from the previous year’s 
5.6 percent rate. 
But a look at individual schools 
is revealing. At Chicopee High 
School, only 1.3 percent of stu¬ 
dents dropped out, while Chicopee 
Comprehensive High School lost 6 
percent of its students. 
South Hadley officials attri¬ 
buted its 0.9 percent dropout rate 
to its small size. The high school 
has 820 students. 
In Agawam, the adjusted drop¬ 
out rate rose slightly to 3.7 per¬ 
cent, from 3.3 percent the 
previous year. 
Joseph Zabielski, acting princi¬ 
pal at Agawam High School, said 
students who show signs of being 
potential dropouts are given extra 
attention to keep them in school. 
Northampton school officials 
were pleased with their system’s 
1.3 percent rate, which was the 
lowest in 'recent memory. Last 
year, the rate was 5.4 percent. 
Northampton High School As¬ 
sistant Principal Frank Tudryn 
gave credit to programs aimed at 
identifying students at risk and 
meeting their needs. 
In Westfield, officials are both¬ 
ered by the 5.7 percent dropout 
rate. 
“Any dropout rate is too much. 
We're concerned about it," said 
Superintendent John Gawrys Jr. 
Low dropout rates in Palmer 
and Belchertown — 1.9 percent 
and 2.3 percent, respectively — 
are the result of paying attention 
to every student, officials said. 
“Every teacher and every per¬ 
son is a counselor,” said Palmer 
High School Principal Alphonse 
Murray Jr. 
McCollum believes Spring- 
DROPOUT RATES 
High school dropout rates (or 
the 1994-95 school year. Rates 
are adjusted to include students 
who left school last year, but re¬ 
turned in September. 
Agawam: 3.7% 
Beicbertown: 2.3% 
Boston: 8.1 % 
Chicopee: 3.9% 
East Longmeadow: 0.4% 
Greenfield: 5.7% 
Hadley: 0.0% 
Holyoke: 8.3% 
Longmeadow: 0.0% 
Northampton: 1.5% 
Palmer: 1.9% 
South Hadley: 0.9% 
Springfield: 12.6% 
Westfield: 5.7% 
West Springfield: 3.8% 
field’s problem can be attributed 
to poor parenting skills of mothers 
and fathers who had their children 
as teen-agers. 
“We haven’t reacted to children 
having children. It’s built to a crit¬ 
ical mass," he said. 
And while some city high 
schools lose more students than 
others — Putnam lost a quarter of 
its students last year, for example 
— the high dropout rate is a crisis 
for which the entire system must 
accept the blame. 
SPRINGFIELD UNION NEWS 
April 25, 1996 
Union-News, Wednesday, September 11,1996 
Census education report 
shows encouraging signs Last week’s Census Bureau report 
that young blacks and whites have 
roughly equal high school gradua¬ 
tion rates is good news for all Ame¬ 
ricans. 
Education is a key to opportunity. And 
when more people are able to take advan¬ 
tage of opportunity, the better off all of so¬ 
ciety is. 
For the first time, the high school com¬ 
pletion rate for blacks aged 25 to 29 is vir¬ 
tually as high as the rate for whites, with 
about 87 percent of each race earning 
their high school diplomas. That’s an in¬ 
crease of 6 percent for blacks in the past 
decade. 
The near elimination of the longstand¬ 
ing gap in high school education should 
tiring economic benefits to blacks since in¬ 
come is linked to educational attainment 
Simply put, the more education one has, 
the more one earns. 
Unfortunately, a wide gap still exists 
between the number of blacks and whites 
who go on to earn bachelor’s degrees. 
About 22 percent of whites earn a four- 
year degree vs. about 12 percent of blacks. 
In today’s technology and information- 
driven society, a college education is be¬ 
coming increasingly important We hope 
this gap will be erased soon — and faster 
than the high school playing field became 
even. 
Indeed, the pace of change has been 
agonizingly slow. It was more than 40 
years ago that the U.S. Supreme Court 
struck down legalized school segregation, 
which fostered separate-but-unequal edu¬ 
cational opportunities for blacks and 
whites. 
Still, inner-city schools — more likely to 
be attended by the poor and minorities 
than middle-class whites — are not as well 
equipped as schools in the more affluent 
suburbs. So if educational opportunities 
are to become equal in terms of quality, 
not just quantity, more work needs to be 
done in cities across the country. 
Nevertheless, the census data reveal 
that attitudes on education must be chang¬ 
ing within segments of the black commu¬ 
nity and that school outreach programs 
must be working. 
Clearly, schools must retain programs 
that encourage at-risk youths to stay in 
school — and state and local governments 
must continue to fund them. It’s money 
well spent, considering that most welfare 
recipients of all races lack a high school 
diploma. 
Although the Census Bureau report 
shows progress among the black popula¬ 
tion, it raises a red flag for many Hispan¬ 
ics. Only 57 percent of young Hispanics, 
those in the 25 to 29 age group, have a high 
school diploma. 
With more than 40 percent of young His¬ 
panics not graduating from high school, it 
will be harder for the ethnic group to 
climb the socioeconomic ladder, as all im¬ 
migrant groups eventually do in the 
United States. 
For Hispanics, language remains a for¬ 
midable barrier to their education, just as 
it has been for other immigrant popula¬ 
tions. But there are other barriers, too. 
Here in Western Massachusetts, gang 
involvement is an obstacle for too many 
boys, just as teen pregnancy is an obstacle 
for too many girls. Either problem can 
prematurely end a student’s education, 
dealing a crushing blow to his or her abili¬ 
ty to find gainful employment. 
If Hispanics are to reach the same high 
school graduation rates as blacks and 
whites, schools will need to strengthen 
their bilingual programs, stay-in-school 
outreach programs and sex education cur¬ 
ricula 
Schools and police also will have to both 
continue and improve their anti-gang pro¬ 
grams. 
And, finally, members of the Hispanic 
community will have to stress the impor¬ 
tance of education and preventing both 
pregnancy and gang membership to at- 
risk youths. 
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Union-News, Thursday, October 3, 1996 
Respect key to good teaching 
Good teachers watch 
colleagues in action, picking 
up successful methods and 
adapting them to their own 
classes. 
By MARY ELLEN O’SHEA 
Staff writer 
SPRINGFIELD — Nobody had 
to tell David Concepcion that his 
English teacher has talent. 
Walking into the classroom 
early last month on the first day at 
M. Marcus Kiley Middle School, 
the sixth-grader could see right 
off that Mary Chamberlain has 
iwtfiat it takes to do the job right. 
; “She’s good. You could tell right 
away we’re going to learn a lot 
She respects us, and she’s very or¬ 
ganized. She never yells,” the 10- 
year-old said. 
. :lf children have radar for good 
teachers, so do adults, and Cham¬ 
berlain has earned a reputation 
throughout the system as one of 
that special breed of people who 
absorb and share knowledge with 
exactly the right touch. 
Chamberlain, 49, uses writing 
to convey language skills to sixth- 
graders. 
She praises and shares good' 
writing aloud and encourages stu¬ 
dents to help each other. In firm, 
pleasant tones, she creates a 
classroom atmosphere where chil¬ 
dren listen and behave. 
Chamberlain believes her gifts 
were learned after years of work 
and observation. The 27-year vet¬ 
eran also knows that there are 
many others among the district 
teaching staff of 2,100 who de¬ 
serve recognition. 
“The most important element 
of teaching is to establish a sense' 
of community in the class. There 
has to be a mutual respect, and the 
children have to be willing to lis¬ 
ten and share and help each other 
but,” Chamberlain said. 
' Across the city at Glenwood El¬ 
ementary School, special educa¬ 
tion teacher Carol Penta gears all 
her energy toward a single goal: 
Getting her pupils out of her base¬ 
ment classroom as quickly as pos¬ 
sible, and back up to their grade 
level for all subjects. 
. Many objects in her room have 
paper labels. Radiator, window, 
pipe, shelf, calendar, and. tele¬ 
phone, among others, are identf- 
fied in large hand-printed letters. 
; On a recent day, Penta tells a 
story about her daughter’s tangled 
hair, writing the highlights in nar¬ 
rative form on an easel, accepting 
suggestions from her seven pupils. 
Then they work on their own sto¬ 
ries, starting off with titles like 
'‘Swimming at Rebecca Johnson” 
and “My Grandmother’s House.” 
Modeling assignments is a tech¬ 
nique Penta uses in both mathe- 
Sloff pholo by DAVID MOLNAR 
Special education teacher Carol Penta teaches her math class at 
Glenwood Elementary School in Springfield. Her methods have 
earned her praise from children and adults in a building known 
for its quality of staff. 
call teaching pedagogy,” Jackson 
said. 
“They need a way to communi¬ 
cate content easily in a way that’s 
appropriate to the developmental 
level of their students,” he said. 
It sounds simple enough, and 
those in school — both educators 
and children — say there are cer¬ 
tain things to watch for. 
“I can tell Mrs. Penta is good 
because she always helps me 
when I’m stuck,” said Glenwood 
fourth-grader Sean Sullivan, who 
is 10. 
“She never yells. Kids are good 
in her class,” he said. 
At Kiley, Chamberlain also has 
proven herself. 
“She’s fabulous. She does a lot 
with the students. As soon as you 
walk into the room, you can tell 
she has them interested,” said 
reading teacher Barbara Choi- 
niere. 
Meanwhile, Chamberlain and 
Penta continue to strive for the 
ideal, day after day. 
One of Penta’s challenges is 
that she works with children only 
in the areas where they are strug¬ 
gling academically. 
“I’m helping them with what 
comes hardest for them. Some¬ 
times I go outside at recess just to 
watch them play. Or into the com¬ 
puter room to see them feeling 
confident,” she said. 
Chamberlain has spread her 
wealth beyond her classroom, 
heading up a mentor program for 
new teachers at Kiley and partici¬ 
pating in staff development work¬ 
shops in the district. She’s earned 
a reputation at all schools where 
she’s taught, including Kiley and 
Kennedy middle schools, Bowles, 
Warner and Indian Orchard ele¬ 
mentary schools and the Rebecca 
Johnson Community School. 
“People know her from across 
the district. She’s just an outstand¬ 
ing teacher,” said Linda Tammi, a 
teacher working as a communica¬ 
tions specialist for the School De¬ 
partment. 
matics and language arts, and 
with great success. 
“We’re doing it together. They 
can see that I’m willing to do the 
same work," said the 12-year edu¬ 
cator. 
Her methods also have earned 
her praise from children and 
adults, and that in a building 
known for its quality of staff. 
“She deals with an array of kids 
with varying ages * and Uearping 
disabilities at the same time. Her 
way with children is fabulous,” 
said Glenwood Principal Daniel 
Warwick. 
As with all good te'achers, Penta 
frequently watches her colleagues 
in action, picking up successful 
methods and adapting them to her 
own special crew of about 20 chil¬ 
dren. 
. Once her pupils are ready to 
learn with their peers, she moni¬ 
tors them in their regular class¬ 
rooms, intensively at first and 
gradually less often to make sure 
they are succeeding. With rare ex¬ 
ceptions, she’s lost them for good. 
Penta believes her experience 
as the mother of two children with 
learning disabilities has pushed 
her even beyond her formal train¬ 
ing. • 
“It gives me an incredible per¬ 
spective. I know what it feels to 
hear someone tell you your child 
has a learning disability. I’ve sedn 
what, works with my own chil¬ 
dren,” the 42-year-old said. 
The skill of teaching has several 
elements that must be rostered 
and combined, according to Bai¬ 
ley Jackson, dean of education at 
the University of Massachusetts 
at Amherst. 
“Good teachers have knowledge 
of the content area, the ability to 
relate that knowledge to children, 
and an understanding of what we 
TEACHER SUCCESS 
Educators ond students soy the fol¬ 
lowing attributes help mote for □ 
successful teocher: 
Respect* students 
Sets high standards 
Keep* on orderly class 
Treat* children with kindness 
Praises ond shores good work 
Testers a sense of classroom 
community 
Challenges children when they 
ore reody 
Learns from children and col¬ 
leagues 
Speaks in a calm, quiet voice 
Shares learning goals with chil¬ 
dren 
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Sign of the limes? 
The Supreme Court 
will decide if states 
can require school 
employees to 
speak English— 
and only English— 
on the job. , 
At issue is the legality of an 
Arizona ballot initiative 
declaring English to be the 
“official” language of the state. 
Adopted in 1988 by a slim 50.5 
percent majority vote, the law requires 
all public employees to write and 
speak English—and only English— 
while performing their government 
jobs. 
The law applies to all public school 
employees in Arizona, although there 
is an exception permitting teachers to 
teach foreign languages as a part of 
the curriculum. 
Immediately after the initiative 
passed, state worker Maria-Kelley 
Yniguez filed a legal challenge in 
federal court. Yniguez. who is bilin¬ 
gual. claimed that the new law pre¬ 
vented her from providing services to 
people who can speak only Spanish. 
Hispanic state senator Jamie 
Gutierrez later intervened in the case, 
arguing that the law prevented him 
from communicating with his 
Spanish-speaking constituents. 
The defendants argued that the 
English-only requirement "protects 
democracy" by encouraging unity and 
political stability, makes state workers 
more "efficient.'' and "promotes public 
confidence” in government. 
Last year, the U. S. Court of 
Appeals for the Ninth Circuit struck 
down the new law, ruling that it vio¬ 
lates the federal Constitution. 
The court held that the law is overly 
broad, violates the free speech rights 
of public employees, and impairs the 
ability of Arizona residents to receive 
information from their state govern¬ 
ment 
The court said the ban on non- 
English speech was so broad that it 
would reach “teachers speaking in the 
classroom," bar schools from “issuing 
diplomas in Latin." and prohibit 
judges from saying "mazel tov” at 
weddings. 
Relying in part on a 1923 Supreme 
Court decision striking down a state 
ban on teaching foreign languages, the 
court ruled that a state cannot “gag” 
its employees or force them to 
“remain mute before members of the 
non-English speaking public” who 
seek information about government 
benefits such as social security, wel¬ 
fare. housing, and voting. 
Emphasizing that “this country has 
historically prided itself on welcoming 
immigrants with a spirit of tolerance 
and freedom." the court cautioned that 
“the state cannot achieve unity by pre¬ 
scribing orthodoxy." 
Last summer, the U. S. Supreme 
Court agreed to review the Ninth 
Circuit's ruling. 
| The High Court's decision in the 
j case. Arizonans for Official English t: 
j State of Arizona, will have ramifica- 
; tions for the tree speech rights of pub- 
i lie school employees nationwide. 
NEA recently joined People for the 
American Way, the American Jewish 
Congress, and other organizations in 
filing a friend-of-the-court brief urg¬ 
ing agreement with the lower court 
decision. 
And now Congress has entered the 
fray. Just last August, the House of 
Representatives passed the “English 
Language Empowerment Act of 
1996,” a bill requiring the federal gov¬ 
ernment to conduct most of its busi¬ 
ness in English only. 
Opponents of the legislation, 
including NEA. argue that it would 
ban bilingual education and English as 
a second language programs and pro¬ 
hibit teachers and schools from com¬ 
municating with parents in languages 
other than English. 
In a speech on the House floor. 
Speaker Newt Gingrich complained 
that California public schools now 
teach academic subjects in more than 
80 languages and warned that this 
level of bilingualism will lead "to the 
decay of the core parts of our civiliza¬ 
tion" if the trend is not reversed. 
Critics have noted that more than 97 
percent of all Americans already speak 
English and urge that the best way to 
encourage immigrants to leant the lan¬ 
guage is not to ban other tongues, but 
to fund many more English-language 
classes. 
The bill failed to pass the Senate in 
the just-ended 104th Congress. 
President Clinton had promised a 
veto, notes Dale Lestina. head of NEA 
Federal Relations. 
—Michael Simpson 
NEA Office of General Counsel 
NEA TODAY 
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APPENDIX F 
HOLYOKE PUBLIC SCHOOLS ATTENDANCE POLICY 
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XVII. ATTENDANCE POLICY 
GRADES 1 THROUGH 8 
A. A student must be in attendance for at least 
85% of the days school is in session. That is, to earn 
promotion to the subsequent grade, a student may not miss 
more than 27 days. It is understood that 27 represents a 
maximum figure and that students should make every reasona¬ 
ble effort to be in school every day. 
It is extremely important that parents and 
students realize that days of absence built into the 
attendance policy are not to be considered as authorized 
days for absence but are reserved for illness and emergen¬ 
cies . 
It is important for parents and students to 
be aware of the consequences of absences from school when 
making appointments during school hours or vacation plans 
which might involve days out of school. Such absences may 
result in non-promotion. 
B. When a student is absent for a maximum 10 
days, or when a suspicious attendance pattern is apparent, 
the school must contact the parents in writing, in the 
language of the home, requesting a conference between the 
parents and the Principal or Vice-Principal. Parents need 
to respond within a five-day period. It should be 
expressly understood through this letter that failure for 
the parents to respond will result in the case being 
referred to the Attendance Officer, who will be required 
to make a follow-up visit to the home. 
C. When a student is absent for a maximum of 15 
days, the school will notify the Attendance Officer. The 
Attendance Officer will make a home visit and report back 
to the school in writing. When a CHINS (Children In Need 
of Services) Petition is to be filed, the school will 
submit an Attendance Form to the Attendance Officer. On 
this form, in addition to the information requested, the 
school will document its contacts with the parent/ 
guardian. The school will continue to closely monitor 
the student's attendance. 
D. When a student reaches twenty (20) absences, 
a letter will be sent by the school to the parent(s)/ 
guardian(s) warning that eight (8) more absences will 
result in non-promotion for the student for the year in 
question. 
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E. When a student reaches twenty-eight (28) 
absences, the school will send a letter to the parents/ 
guardians notifying them of the student's non-promotion. 
The letter will include the procedure to follow in the 
event of appeal. 
F. Truancy: When a student is absent for a 
maximum of three (3) days without permission (unexcused, 
no valid parental note), the school will contact the 
parent(s)/guardian(s) through the outreach worker, by 
phone or in writing, informing them of these unexcused 
absences. 
G. Transfers: Transfer students (grades 1 
through 8) must maintain an 85% attendance rate for the 
time they are enrolled in the Holyoke Public Schools. 
GRADES 9 THROUGH 12 
A. A student must be in attendance for at least 
90% of the days school is in session. That is, to earn 
promotion to the subsequent grade, a student may not miss 
more than 18 days. It is understood that 18 represents a 
maximum figure and that students should make every 
reasonable effort to be in school every day. 
B. When a student is absent for a maximum 10 
days, or when a suspicious attendance pattern is apparent, 
the school will contact the parent in writing, in the 
language of the home, requesting a conference between 
parents and the Principal or Vice-Principal. Parents need 
to respond within a five-day period. 
If the student is under sixteen (16) years of 
age, it should be expressly understood that failure for the 
parents to respond will result in the case being referred 
to the Attendance Officer. The Attendance Officer will be 
required to make a follow-up visit to the home. 
C. When a student under sixteen (16) years of 
age is absent for a maximum of 15 days, the school will 
notify the Attendance Officer. The Attendance Officer will 
make a home visit and report back to the school in writing. 
When a CHINS Petition is to be filed, the school will 
submit an Attendance Form to the Attendance Officer. On 
this form, in addition to the information requested, the 
school will document its contacts with the parent/guardian. 
The school will continue to closely monitor the student's 
attendance. 
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D. Additional Attendance Requirements: 
1. Semester Course: In order to receive 
credit for any semester course, a student may not be 
absent from school more than nine (9) days. 
2. Absences From Any Particular Course: In 
the event a student misses any academic course more than 
18 times due to being tardy, or leaving school without 
permission, he/she may fail the course in question due to 
excessive absences from that class. 
3. School Related Absences: It is understood 
that attendance in individual classes is as important as 
attendance at school. School related absences should be 
kept to a minimum. The student, who is excused from 
class(es) for school related activities, is responsible 
for getting the assignment and being prepared for the next 
class. If a teacher feels that a student, because of 
his/her academic standing, cannot afford academically to 
miss a class due to a school related activity, the teacher 
will so inform the Principal who will see to it that the 
student attends the class in question. 
4. It is extremely important that parents and 
students realize that days of absence built into the 
attendance policy are not to be considered as authorized 
days for absence but are reserved for illness and emergen¬ 
cies. It is important for parents and students to be aware 
of the consequences of absences from school when making 
appointments during school hours or vacation plans which 
might involve days out of school. Such absences may result 
in loss of credit. 
E. Truancy: When a student is absent for a 
maximum three days without permission (unexcused, no valid 
parental note), the school will contact the parents/ 
guardians through the outreach worker, by phone or in 
writing, informing them of these unexcused absences. 
F. Transfers: Transfer students (grades 9 
through 12) must maintain a 90% attendance rate for the 
time they are enrolled in the Holyoke Public Schools. 
G. Notification to Parent/Student in addition to 
10 day letter: 
1. When a student is absent from school six 
(6) days in a semester course, a letter will be sent home 
informing the parent that more than three (3) additional 
absences will result in loss of credit. 
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2. When a student is absent from school 
fifteen (15) days in one yar, a letter will be sent home 
informing the parent that more than three (3) additional 
absences will result in loss of credit for the year. 
3. When a student is absent from school 
nineteen (19) days (or 10 days in a one semester course), 
he/she will be notified of loss of credit for the year. 
APPEAL 
In cases where a student receives no credit as 
directed by this policy, a student may appeal. The appeal 
request must be submitted in writing by the student or 
parent to the School Principal no later than May 1st. A 
response by the Principal, upon recommendation by the 
school's attendance team, will be made in writing no later 
than May 15. Eighty percent (80%) of the absences must be 
satisfactorily accounted for and documented. Examples of 
excuses which are acceptable are: illness with doctor's 
verification, death of a family member or close friend, 
school sponsored activities or functions, suspensions, 
religious reasons, document court appearances, and DYS 
confinement. Furthermore, in reviewing the appeal, 
consideration will be given to subsequent attendance beyond 
the 18th absence and the recommendation of classroom 
teacher(s). Further appeal may be made directly to the 
Superintendent of Schools and the Holyoke School Committee. 
*In the event of absences resulting in non¬ 
promotion occur after May 1, the appeal must be submitted 
in writing no later than five (5) days after receipt of the 
notification of non-promotion. 
Level I -- Parent or student request to 
Principal. 
Level II — Parent or student request 
to Superintendent or his/her 
designee. 
Level III — Parent or student request 
to the School Committee. 
(Note: Each level will be limited to a 
10-day time frame.) 
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GENERAL PROVISIONS 
A. Makeup of School Work: A student who is not 
present in school because of an excused absence may make up 
his/her school work within the following time frame: 
For each absence, a student will have two days 
to make up work (i.e., two consecutive absences = 4 days in 
which to make up missing work, etc.). 
B. Students receiving the services of the home 
tutor and/or students enrolled in other authorized educa¬ 
tional programs (with the approval of the Principal) will 
be considered present for purposes of school attendance. 
Documentation of the student's attendance and course work 
will be required. 
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